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ABSTRACT 
Attitude and value development was made an explicit goal for Philippine education for the 
first time in the 1987 constitution. The study traces the policy origin of these goals and 
locates this within the education reform programme overseen by multilateral agencies such 
as the World Bank from 1970. It identifies these education policies as deriving from and 
still related to the ideas of modernisation theory. Via a mixed method research project, the 
study examines attitudes and values held by a sample of Filipinos, contrasting more 
educated and less educated groups and analyses whether experience of different qualities 
of education gives rise to different attitudinal characteristics. It finds that high quality 
education does promote the adoption of the stated attitude and value goals, resulting in 
attitudinal characteristics which are slightly, but demonstrably different from those 
associated with social class. Access to less or only to lower quality education is found to be 
less effective in promoting the identified attitudinal development, especially in the area of 
individual assertiveness and self-reliance, but it also finds that these different 
characteristics may arise mainly as a result of economic circumstance. As a consequence, 
the study finds that a major element of the original educational reforms, that of increased 
privatisation beyond primary school, undermines the ability of formal education to achieve 
its stated attitudinal goals. The possibility that participation in formal education promotes 
an identification with "foreign" values, a consequence of which may be an accommodation 
of the idea of overseas migration for work, is also considered. The study finds no evidence 
that experience of education promotes migration, but that it does facilitate it, especially via 
the system's duality based on the retention of the English language as the medium of 
instruction. 
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Chapter One 
Introduction 
1.1. Preamble 
One term into my first teaching appointment in the 1970s I found myself head teacher of a 
Third World self-help community school. Working as a volunteer teacher in rural Kenya 
created a lasting interest in the relationship between economic development and education. 
In the 1960s education had been seen as a panacea, but 10 years after Kenya's 
independence its worth and relevance were being questioned, since it had not provided the 
stimulus to development that it promised. Despite the predominantly agrarian nature of the 
society, education was perceived as essential for every individual and indeed the only 
means of achieving salaried employment. I have now worked in formal education for over 
30 years in five countries, in Africa, the Far East, the Middle East and Europe, in the 
secondary and tertiary sectors. Over the years, claims for education's role have, if 
anything, increased. 
During 16 years in London, I was involved in my spare time with the work of development 
agencies and international non-governmental organisations (NGOs). For seven years, from 
1985-1992,1 focussed mainly on the Philippines via my wife's work with the Catholic 
Institute for International Relations (CIIR). I met a wide range of Filipinos from 
government, NGOs, academic life, community groups, political organisations, church and 
business. This created my special interest in and knowledge of the country. 
Having completed an Open University module in development studies in 1988, I embarked 
on a Master's Degree in Education and became influenced by Stenhouse's (1975) idea of 
the teacher as researcher. Discussions with contacts in the Philippines led to my 
dissertation on the effects of multilateral agency policies in Philippine education during the 
1980s. The focus of that study was on changes in educational quality during the debt 
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decade and, having completed it in 1991 and fed back the results, a number of my partners 
suggested there was room for a wider study on Philippine education. I began to discuss 
possible scenarios for such a study with them, out of which the current project arose. 
The draft proposal for a research project was submitted in late 1992 to the Education 
Department of the Open University. This was eventually passed to Development Policy 
and Practice. After moving to Asia at the end of 1992, I visited the Philippines in October 
1993 to hold preliminary discussions about the focus of the research. It was during this 
visit that the study of attitudinal change associated with education first emerged. A year 
later, after substantial correspondence, I was able to present a draft questionnaire to my 
partners for comment, pilot the instrument in three universities and discuss the findings, 
which I had coded and analysed on receipt of the completed pilot questionnaires. Also on 
this visit an interview schedule was discussed, devised, piloted and evaluated for 
effectiveness. The main data gathering visit, using a revised questionnaire, took place in 
late 1995. Data entry was then the main task. This took almost a year to complete, since all 
the work had to be done in my spare time. Analysis of the data followed. 
During 1998 I wrote a first draft of the thesis, a draft that was not only re-written but which 
was also re-focussed when the second draft was completed in 2003. The long gap between 
these drafts came about as a result of two things. First, my new post in Zayed University, 
United Arab Emirates, proved very exacting and left very little free time for the research 
and consequently I was unable to make visits to the United Kingdom to consult with my 
supervisors. The thesis was again re-written after my first examination in 2004. 
As a result of the above, the study is now presented as an historical record of the state of 
attitude and value formation in Philippine education in the 1990s, rather than a 
contemporary assessment. It loses no significance, however, since it is my belief that 
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education policy in the country has changed very little in the last ten years. To demonstrate 
this, however, would be beyond the scope of the current study. 
1.2. Rationale for the study 
The period from 1970 to 1990 saw the implementation of educational reform in the 
Philippines under the direction of the World Bank (WB) and International Monetary Fund 
(IMF). The programme included the incorporation of individual attitudinal development 
goals for formal education for the first time in its history. The period also saw a significant 
increase in the numbers of educated Filipinos migrating for work, while the domestic 
economy continued to stagnate. Given this context, the current study sought to: 
" identify the attitudinal development goals associated with the educational reforms 
" locate these attitudinal goals in the theory of education's contribution to economic 
development 
" examine the extent to which these attitudinal goals were being achieved 
" investigate the extent to which the pursuit and adoption of these goals promoted an 
identification with "foreign" cultural capital and thus migration. 
Because the educational reforms began in the 1970s, with their programmes in place by the 
mid-1980s, the study necessarily considers the outcomes in the light of debates on 
development that precede the 1990s. It will be demonstrated, however, that these reform 
policies were subsequently applied in many other countries and that the assumptions 
underpinning them continue to influence thinking on education's contribution to economic 
development. The findings of the study are, therefore, of enduring importance for 
contemporary assessments of education's role in development and its role in creating 
human capital. 
The Philippine education system is extensive and has a long history. Identified by I Iarbison 
and Myers (1964) as a system similar to those in middle or upper middle income countries, 
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in the 1990s Philippine education served a society which remained in the lower middle 
income bracket in terms of gross domestic product (GDP) per capita. It was often 
described as over-developed for a society whose economy could not satisfy the aspirations 
of its graduates (Cooney & Pacqueo-Arreza 1995; Gonzales 1989; ILO 1974; Intal 1995; 
PCSPE 1970; Swinterton 1991; Tilak 1994; UNDP 1994). 
The initial agenda for education reform was drawn up in 1970 by the Presidential 
Commission to Survey Philippine Education (PCSPE). It found that the system was 
characterised by poor quality, over-centralisation, inequality, inconsistent access and a 
concentration on sectors and types of education deemed not conducive to furthering 
economic development. Despite universal access, high levels of literacy and a high 
percentage of university graduates, the Philippines was a regional laggard in terms of 
economic development (Pernia 1993). The educational reforms of the mid-1970s and 
beyond were to improve quality, especially in primary education, decentralise higher 
education (HE) and generally increase the stock of human capital, to assist with the 
national aim of emulating development elsewhere in South East Asia. The reforms 
continued throughout the economic downturn and debt of the 1980s and involved the 
application of neo-liberal measures aimed at increasing the role of the private sector in 
education, especially at the secondary and tertiary levels (Ilirschman 1985). In the 
Philippines this meant expanding an existing and extensive private sector. 
By the mid-1990s Philippine education had been subjected to 20 years of reform according 
to policy prescriptions of the multilateral agencies (Ibon 1990; Intal 1995; Lim 1987; 
Rosario-Braid 1994). During the 1970s, these reforms were funded via education sector 
loans and later, during the 1980s, they were incorporated into Structural Adjustment Loans 
(SALs). In the 1970s, the Philippines was one of the first countries to receive such 
education sector loans, following changes in WB policy (Psacharopoulos 1983). It has 
Chapter 14 
become a widely-held belief amongst educators, political observers and members of NGOs 
in the country that the Philippines became a test-bed for the formulation and application of 
the multilateral agencies' education policies, which later were applied to many Third World 
countries (Broad 1988; Psacharopoulos and Sanyal 1981). Indeed, it has led some 
observers to claim that these policies became nothing less than orthodoxy during that era 
(Ilelleiner 1986,1992; King 1990; Komer et al 1984). 
After 20 years of reform, many interested parties in the Philippines could not detect the 
promised improvements. They argued that the period of austerity had forced reductions in 
education sector spending that had reduced overall quality and access, had raised fees in 
higher education creating greater inequalities and, crucially, had not produced the type of 
human capital that was relevant to the needs of the Philippine economy. Above all, many 
observers believed that the "foreign" nature of the system as a result of the reforms coupled 
with its inherent inequality were conspiring to produce attitudinal changes and aspirations 
that the Philippine economy could not satisfy, alongside allegiances and ideologies that 
Filipino society could not accommodate. Education was thus fostering a propensity to 
migrate to surroundings where employment, status, personal identity and social aspirations 
could be satisfied. What the reforms had produced, they argued, was a system geared to 
the needs of international migrant labour, promoting the idea of migration and thus 
becoming a cost to the nation rather than an asset (Schuh 1982). The study sought to 
examine if this attitudinal characteristic existed and if it was promoted by education. 
From the outset, the intention was to identify and describe the attitude characteristics 
associated with exposure to and participation in formal education and to compare and 
contrast them with those predicted by theory, policy and stated intention. As will be 
illustrated in Chapter Four, it was not the intention to identify either causation or 
mechanisms by which particular attitudinal characteristics are promoted. It will also be 
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demonstrated, however, that this description of attitudes and values promoted by education 
illustrates how inequality of access to educational quality has been perpetuated and perhaps 
amplified by reforms aimed initially at reducing it. 
It was necessary, therefore, to identify formal education's contribution to economic 
development and, specifically, the part played by attitudinal change. The word 
"development" is used in two different senses. Economic development refers to changes 
associated with the spread and growth of capitalism, marketisation, industrialisation, 
urbanisation and the use of technology. Attitudinal development, however, refers to the 
adoption of particular attitudes and values at the individual level, primarily as a result of 
exposure to formal education. These become societal only if and when a sufficient number 
of people adopt these values. 
As Chapter Two demonstrates, these concepts of development underpinned the multilateral 
agencies' policy goals that were the basis of the education reforms, and what the Philippine 
government wanted to achieve. Both of these meanings of development will be shown to 
correspond with the theories of the early writers on modernisation. Neither implies a 
complete transformation of the whole society. The changed structures exist alongside 
others and may compete with them. At no point, however, do I assume that these 
processes of development either cease or become defunct. Technology is constantly 
changing. Urban centres grow, decay and regenerate. Industries and markets establish, 
mature and dwindle. Development, therefore, is on-going. Economic development is a 
continuous process for all societies. Attitudinal development, likewise, is a lifelong process 
of change and re-education for every individual. For each cohort of students, formal 
education has the potential and - according to the theory of modernisation - the 
responsibility to encourage attitudinal development which will allow the individual to cope 
with the demands of citizenship and participate effectively in the economy. 
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The early modernisers postulated that societies might make a single transition from the 
traditional to the modem, a position that remains relevant to the current study's analysis of 
the role of education in the Philippines in the 1990s. But nowhere do I assume this process 
is a single change and neither, I contend, did the concept of development that underpinned 
the dominant education policy of the 1970s and 1980s. For the purposes of this study, 
modernisation can therefore be understood to be "reflexive modernisation", in the sense 
used by Giddens (1990) and Beck et al (1994). In addition, while the process may be 
universal, the end results are usually different. Britain began its industrialisation in the 
eighteenth century, whereas Singapore's happened in the second half of the twentieth. Both 
industrialisation processes involved similar characteristics, but no-one would suggest that 
the end products were similar, except for the fact that technology and science were applied 
to production processes, products were presented to markets in greater quantity, 
employment conditions changed and both societies increased linkages to a capitalist 
system that was larger than the nation state. So, modernisation may lead to "multiple 
modernities", as in Beck's (1997) view, as well as to "reflexive modernity" in which the 
processes of societal, economic and individual attitudinal development are continually re- 
applied, as in Giddens (1990). Again, there is nothing new in this notion, since Wilkinson 
(1973) proposed essentially the same idea of "repeating" development in response to the 
consequences of previous applications of changed techniques and knowledge, as did 
Riesmanl, in his introduction to Lerner's (1958) classic work on modernisation. Equally, 
knowledge is not static and education programmes need continual revision to remain 
relevant to the needs of their students, implying that the society as a whole continues to 
pursue development via the re-application of modernity, thereby re-assessing and re- 
defining its economic and attitudinal characteristics (Inglehart and Baker 2000). 
' Page 14 of the 1964 paperback edition, 1966 reprint. 
Chapter 1 
After establishing this link with modernisation theory, multilateral agency education 
policies are compared with the educational reforms which initiated new goals for formal 
education in the Philippines. This identifies the kind of attitudinal change at the individual 
- and thereby the societal - level envisaged by the reforms. Particular attitudinal 
characteristics associated with exposure to formal education are then surveyed to assess 
whether these correspond to those specified by theory and associated policy. It is then 
possible to judge whether opinions expressed in the Philippines about the 
inappropriateness or "foreign" nature of formal education were justified and whether 
educational experience was a factor in promoting migration. 
This process, therefore, required a survey of literature to identify education's theoretical 
and potential role in economic development and then to assess the specific contribution of 
attitude and value formation. At the inception of the policy reforms, the regional models 
that the Philippines was trying to emulate were to be found in Taiwan, South Korea and the 
other Asian Tigers. This form of development entailed industrialisation, increases in GDP, 
higher levels of modern sector employment and increasing participation in world trade via 
the creation of an export-orientated economy, thus forming an essentially modernising 
approach. This transformation in the Tigers had been achieved as a result of agrarian 
reform, capital investment, application of technology and, crucially, the development of 
human capital via an education system that offered wide access and high quality (Ogawa et 
al 1993). 
World Bank (WB) education policy in the 1970s was heavily influenced by Denison's 
(1962) and Schultz's (1993) work on human capital and, as will be seen in Chapter Two, it 
also fitted neatly into a modernisation perspective. The Philippines in 1970 was already 
highly urbanised and highly educated, but the modem economic sector was quite small, 
with much of the economy focussed on primary production. A high percentage of the 
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population was dependent on participation in agriculture and there were high levels of 
inequality of access to both education and land (Boyce 1993). The education sector 
reforms were only part of a series of measures imposed at the time - under martial law, as 
it happens - aimed at society-wide transformation. Indeed, educational reform was not the 
only reforming policy initiative from that period that may have failed to achieve its goals, 
as Putzel's (1992) work on agrarian reform demonstrates. 
Then policy in the Philippines had to be examined to identify what attitudinal attainments 
were set as goals for formal education. It was also necessary to identify whether these had 
changed substantially over the century or so of the public education system's existence. 
This identified whether the modernisation agenda of the WB policy initiatives had been 
formally recognised and incorporated into the targets of the system. 
The next phase of the argument was to ascertain what attitudinal changes were actually 
being achieved within Philippine education. There were three separate aspects to this. 
First, it was necessary to examine how research on attitudinal change had been conducted 
and what findings had been reported. This was to inform both methodology and content. 
Second, published attitudinal research in the Philippines had to be assessed. This would 
allow observations from the current study to be compared with earlier findings. Third, it 
was necessary to conduct primary research on the specific attitudes and values that were 
then associated with the experience of formal education. This had to be accomplished in a 
manner that allowed some comparison between the attitude sets of more and less educated 
individuals so that differences could be identified. It also demanded the use of a variety of 
research methods so that findings could be verified by triangulation. 
The primary research had to be conducted in the Philippines, so it was essential that I 
develop a partnership with individuals and organisations in the country, both to assist with 
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the conduct of the research and to inform its direction. Since I had already worked with 
Dalie Garcia of Initiatives for International Dialogue (IID) on the dissertation project, I 
was able to prolong the relationship by employing her part-time for a year to provide in- 
country liaison. I met with members of the Department of Education Culture and Sports 
(DECS), with two people in particular offering advice on the focus of the study, Dr N 
Imperial, who was then working on education policy, and Dr C Rivera, who was head of 
the testing and evaluation department. Professor M Canieso-Doronila of the Education 
Department, University of the Philippines (UP) also played a crucial role. She had recently 
conducted a survey on functional literacy in rural areas and had previously carried out an 
evaluation of the WB textbook initiative, a programme which had produced over 20 
million primary texts for use within the reformed curriculum. She kindly offered me the 
status of research assistant in her department, thereby providing me with access to an 
office, and thus an address which would add both status and credibility to my requests for 
assistance in the project. I would not have gained the access I did to many of the people 
and institutions surveyed without this UP identity or my contacts in DECS. 
I consulted with Professor M Ibe, then Vice Chancellor of UP, Diliman, who shared the 
findings of her recent evaluation of the effectiveness of curriculum reforms in schools. I 
met with Professor R Simbulan and Dr E Villegas of Development Studies of UP Manila, 
with Dr M Diokno, Director of Development Studies Research within the Social Science 
department of UP Diliman, and with Dr T Tullao of the Economics Department in De La 
Salle University, all of whom contributed advice on the context and focus of the study. Dr 
A de Guzman of the Sociology Department of UP shared his research findings, both 
published and unpublished, from a survey of "first jobbers" he had just completed. This 
gave an invaluable perspective on the relation between institutional quality and 
employment prospects. I also met NGOs with various perspectives on the educational 
reforms of the SAL period. Particularly important were the Alliance of Concerned 
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Teachers (ACT), Freedom from Debt Coalition (FDC), the women's group, GABRIELA, 
Education Forum (EF), Ibon Databank and a number of other people's organisations. 
A perspective which arose out of these contacts was the possibility that the previous work 
on educational quality could be married to an attitudinal survey. Throughout, Philippine 
education is characterised by differences in quality. Even in higher education my contacts 
explained how at least three clear sectors could be identified. Elite institutions, such as UP, 
Ateneo and De La Salle, were a mixture of state-funded and private institutions. A middle- 
quality layer comprised private universities, usually operated as foundations associated 
with a religious order or diocese, plus a number of lower prestige, state-funded colleges. A 
third layer of HE quality was identified in the entirely private mass education universities, 
mainly in and around Manila, where university courses were offered on a largely 
commercial basis. It was, therefore, consultation with interested parties in the Philippines 
that led to a research focus on individual attitudinal development associated with 
experience of different qualities and levels of education. 
To establish whether exposure to education was responsible for any attitudinal changes 
observed, it was also necessary to examine if there were observable attitudinal differences 
between the more and less educated. This required the application of different 
methodologies, since the subjects of the research would have to be consulted individually. 
Finally, all of these findings had to be contrasted with previous findings on attitudinal 
development in the Philippines to see if there had been changes during the reform period. 
A number of the individuals and organisations I consulted expressed particular interests. 
Some recurrent themes emerged, a selection of which were: 
" concern about educational quality during the SAL period (FDC, Ibon, ACT) 
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" concern about the status, remuneration and rights of teachers under neo-liberal 
education policy (EF, ACT, Kilusang Mayo Uno, academics) 
" belief that education fostered migration and that extended family ties facilitated it 
(academics and Fe Mangahas, Institute for Women's Studies) 
" belief that participation in education led to the adoption of a migration mentality (ACT, 
Professor Doronila, Professor Simbulan, Dr Tullao) 
Declining quality and threats to access as a result of higher fees led many of my contacts to 
suggest that Philippine education was in serious decline and, paradoxically, given the 
objectives of the reform programme, less attuned to promoting economic development 
within the country than it had been 20 years earlier. 
Overall, thinking amongst left-wing or nationalist Filipinos tended to follow a pattern. It 
started with the recognition that education in the Philippines was not structured to meet the 
needs of the economy, but the needs of an elite, and that policy reform required that equity, 
access and quality should be addressed. The neo-liberal policies that were applied, 
however, led to increased inequality, reduced access and lower quality, because their real 
aim was to reduce costs to assist the structural adjustment process. With the country 
needing foreign currency to service its overseas debt and with the economy in decline, the 
only option was to encourage migration, thereby generating foreign currency remittances. 
This migration culture was being promoted by government and also by the attitudes and 
values being transmitted by education. In summary, this dependency perspective saw 
Philippine education serving an economic "centre", while the country remained 
"peripheral". Its prime goal was perceived as identifying and certificating those who might 
profit from a closer, perhaps neo-colonial relationship with the "centre", both economically 
through migration and ideologically via the adoption of particular attitudinal traits. These, 
they argued, were being actively promoted by exposure to formal education, and more 
forcefully so since the start of the reform programme. 
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Attitude and value formation in education, therefore, provided an area that could be 
examined and led to the formulation of the following research questions: 
1. What role does education play in economic development and how does this relate to 
the policies followed by multilateral agencies in the 1970s and 1980s? 
2. What attitudinal products would this model for education's role predict? 
3. How might these theoretical attitudinal changes be relevant to the Philippines in the 
1990s? 
4. What attitudinal transformations were ascribed to education in the 1970s and how did 
these correspond to the goals set for education at the national policy level? 
5. What were the attitudes and values currently espoused by educated Filipinos and how 
did these compare to those of the 1970s? 
6. Does participation in education generate particular and identifiable attitudes and 
values? 
7. Do different types of education engender different sets of attitudes and values? 
Education, throughout, refers to formal education (Colletta and Holsinger 1982). This is 
not to decry or devalue the role that non-formal or life-long education plays in creating 
skills and attitudinal change, but merely recognises that most of the claims for education's 
role in development are made on behalf of formal education. No attempt was made in the 
current study to assess the role or importance of any other type. 
1.3. Organisation of the thesis 
After this introduction, Chapter Two presents a theoretical discussion of education's 
contribution to the process of economic development and the role played by attitudinal 
change. It begins by reviewing modernisation theory which, the study argues, continues to 
form the basis of formal education's perceived contribution to the development process, 
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especially via the inculcation of "modem" attitudes. Then attitudes and values associated 
with modernisation theory are identified and their potential contribution to economic 
development is described. The chapter also relates how researchers have attempted to 
measure aspects of overall and individual modernity, using this to provide pointers as to 
how such a study might be attempted in the Philippines in the 1990s. It identifies the 
attitude and value characteristics that the policy reforms would be expected to produce and 
how these might be manifest in the Philippines. The chapter then considers and describes 
the theoretical and policy paradigms which dominated thinking and action in education in 
the mid-1990s, policies which were followed in the Philippines throughout the period of 
structural reform in the education system. Once thus described, this dominant policy 
paradigm will be shown to be an extension of modernisation theory to the extent that the 
attitude and value elements within that policy are essentially the same. Some theoretical 
criticisms of education's role in development are then identified. Chapter Two thus 
addresses research questions one and two above, and also partly answers number three. 
Chapter Three presents the Philippine context. It begins with a description of the origins 
and development of formal education in the Philippines, since this provides pointers to 
assist an appreciation of the system's overall characteristics. Next, Philippine education in 
the 1970s is described, with special reference to its perceived strengths and weaknesses, as 
described by practitioners and others closely associated with it, followed by a description 
of how the system was reformed during the 1980s. The next section reviews surveys and 
comments on prevailing attitudes and values that are found within Philippines society. 
Contrasts with the "modern" attitudes and values, as described in Chapter Two, are made. 
Then some aspects of migration are considered and how these might relate to educational 
experience. A conclusion then offers pointers for the current study, indicating those 
attitudes and values which seem likely to be promoted by formal education. It further 
considers the possibility that the type or quality of educational experience may further 
Chapter 1 14 
influence attitude and value development. Perceptions of practitioners and others 
associated with the Philippine education system are drawn upon throughout the chapter, 
which addresses research questions three and four. 
Chapter Four details the different approaches used in the study and justifies their use on 
methodological grounds. It describes how interested parties in the Philippines helped to 
identify an approach which would allow comparisons of attitude and value formation 
between the more and less educated and also between those experiencing different qualities 
of education. It continues by describing the strategy for conducting the research and then 
how a survey instrument was developed, piloted and delivered. The strategy for analysing 
the research data is then described. Details of how in-depth interviews were designed and 
conducted are presented, followed by a description of how a focus group discussion was 
organised. Data from the interviews and discussion assisted in the triangulation for 
reliability of the survey data. They also provided material to contrast prevalent attitudes 
and values amongst Filipinos who had less access to education than the survey group. 
Chapter Five presents the results of the study. Data from the survey of students in higher 
education are summarised and analysed. Findings are related to issues arising from the 
theoretical discussion in Chapters Two and Three and observations are made on the 
attitudinal characteristics of the survey groups. Conclusions are made on whether the 
theoretically predicted modem attitudes are indeed manifest amongst students in Philippine 
higher education. In addition, the survey allowed for different layers in the highly stratified 
and marketised education system to be contrasted, thus indicating whether the attitudinal 
goals are achieved consistently across different quality levels of the Philippine system. It 
also affords an opportunity to identify whether there are education-specific effects by 
contrasting the survey data with that from in-depth interviews with Filipinos from a variety 
of social classes and who have significantly different experiences of education. The 
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attitude and value findings are also contrasted with those of earlier researchers. The chapter 
ends with a synthesis of the findings from the survey and interview data. Chapter Five thus 
addresses research questions five, six and seven. 
Chapter Six reviews and interprets the findings of the study in relation to the research 
questions posed. The chapter then offers a conclusion indicating the significance of these 
findings. 
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Chapter Two 
Formal education's role in national and economic development: 
a theoretical perspective 
2.1. Introduction 
This chapter presents an overview of education's theoretical role in economic development 
and modern industrialisation. It demonstrate that consideration of formal education's 
contribution to economic and social transformation has a long history and that the concept 
of human capital has always included a combination of skills and knowledge acquisition 
alongside attitudinal change. These elements coalesced in the modernisation theories of the 
Post-World War Two era, which effectively provided a summary of pre-existing claims 
made for education's role in societal change via individual attitudinal development. By 
juxtaposing these with later analyses of education's role, it is demonstrated that the 
dominant thinking of the 1980s and 1990s was essentially the same as that presented by the 
modernisation theorists, especially in attitude and value formation. The attitudinal 
transformations demanded by theory and educational reforms of the 1980s are identified, 
thus addressing research questions one, two and part of three. 
Modernisation theories are considered first and the central role of education in assisting the 
modernisation process is identified. These theories require education not only to teach 
functional skills, but also to inculcate essential attitudes and values, without which none of 
the envisaged transformations would be sustained. Modernisation required change in 
several areas of national development, with, as will be seen, education contributing 
essential elements throughout. Political and cultural change is considered, followed by 
economic and social change. The consequences for education's specific contribution to 
attitude and value transformation are then examined in detail. By considering education's 
role within this framework, it will be shown that current thinking on attitudinal change still 
derives in large part from these theories. Finally, a summary identifies the attitudes and 
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values that would be likely to be held by individuals with different exposure to education, 
as predicted by modernisation. 
The dominant theory of the 1980s and 1990s on education's contribution to economic 
development is considered next, and the policies that stem from this. The concept of 
human capital is examined, because this underpins the theory. This is followed by 
consideration of cost recovery, structural adjustment policies and educational quality, 
which are of relevance to the Philippines in the 1990s. Throughout this section, similarities 
between the dominant policy and modernisation theory are identified. Consequences for 
attitude formation are considered, given the likely deleterious effects of structural 
adjustment and the possibility that education might operate in a quite different way from 
that predicted by modernisation. 
The next section considers a number of criticisms of both education's overall role in 
economic development and of the dominant policy in particular. These are cultural capital, 
queue theory, the dual economy and credentialism. They offer a different interpretation of 
how attitudes and values are created and transmitted by education and predict the likely 
inculcation of quite different attitudes and values, the possible existence of which are 
researched in this study. A conclusion then provides pointers indicating whether 
modernisation's predicted values or these alternative interpretations of education's role 
might apply in the Philippines. 
2.2. Modernisation and the role of education 
Modernisation was the dominant theory of economic development during the immediate 
Post-World War Two era. It described how so-called traditional societies were to be 
transformed by a process of development into modern nation states. "Traditional" societies 
2 Modernisation has been usefully described and summarised by numerous authors, such as Toye (1987). 
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were seen as pre-industrial, non-literate and technologically simple, where economic life 
was conducted via small-scale transactions and dominated by smallholder or subsistence 
agriculture. Social status, political and religious authority were characterised by ascription, 
whereby existing status or birthright were the most important factors in determining access 
to positions of authority. Modern societies were seen as industrial, urban, literate, secular, 
technologically advanced and essentially meritocratic. The development process involved 
replacement of the traditional structures and practices with those derived from a modern, 
essentially Western society (Lemer 1958; Rostow 1971; Hayek 1979). 
To be successful, indeed triumph, since modernisation was seen as a conflict between the 
old and the new (Rostow 1971), political, cultural, economic and social modernisation 
were required. Though the theory did not require these changes to be simultaneous, it 
envisaged that they would be, as a result of their mutually reinforcing nature. Societies 
would not achieve lasting transformation, however, until all four areas were modernised. 
Political modernisation happened when societies developed political institutions, parties 
and practices supported by general democratisation. Cultural modernisation predicted 
greater secularisation of the society alongside a reduction in the power and influence of 
religion and traditional allegiances, including that of the family. The nature of religious 
activity need not change, but the theory predicted that its sphere of influence would be 
more limited and defined. Alongside this greater secularisation, modern societies would 
display an adherence to nationalist ideologies and identification with the nation state. 
Economic modernisation anticipated the transformation of traditional, small-scale activity 
into modern, large-scale, industrial production. Where the traditional centred on production 
for subsistence, the modem was characterised by wage labour and production for the 
market. Commerce and trade would grow in both volume and penetration throughout the 
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economy and would be accompanied by changes in social relations. A division of labour 
would develop and employees would be required to master the use of technology in 
specialised roles. Industrial production and increased commerce would also generate a 
need for technical and managerial skills. Society at large would recognise the need to 
identify and train people to fulfil these roles on the basis of merit, rather than ascription. 
The key element in this social modernisation was formal education, since this was to 
inculcate the necessary skills and identify merit. Social modernisation, therefore, included 
increased literacy and the adoption of formal schooling as the means to accomplish this 
end (Colletta and Holsinger 1982). 
According to modernisation's proponents, increased urbanisation would follow, which 
would further facilitate access to education (Adelman and Morris 1973). Qualifications 
representing the achievement of status and the acquisition of knowledge or skills would 
promote a merit culture, which would challenge traditional and religious authority and 
thereby lead to a decline in the importance of ascribed status (Bowles 1980). The first to 
benefit from economic transformation would be an educated elite group (Rostow 1971) 
with the resulting benefits trickling down to other groups in the form of increased earnings 
and opportunities, but it has been argued that this may never happen in some societies 
(Broad 1988). The entrepreneurial activity needed to start the process would arise out of an 
attitudinal shift created by exposure to education. 
Modernisation, of course, is only one theory of development and one which generally 
ignores - even denies - power differentials and class conflict. It assumes that mobility can 
be achieved if its potential is created and that a dominant traditional elite will surrender 
power to an emergent modem group without contest. Reality often differs from this. It is, 
however, beyond the scope of this study to examine different development or political 
theories. The thesis remains that modernisation was the theory that underpinned thinking 
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on education's role in development during the Philippine reform period and demonstrates 
this. Furthermore, it then examines whether the attitudinal development outcomes, which 
formed part of the reforms, were in fact achieved. 
Literacy was seen as the linchpin in modernisation (Maddison 1964; Webster 1984). 
Without it, none of the societal transformations could happen. Bureaucratic structures, 
implied by the creation of the envisaged hierarchical meritocracy, needed general literacy 
in order to operate. New practices, production techniques and working relationships had to 
be communicated and literacy was the key to achieving this. Furthermore, because the 
prime area of economic activity in traditional societies was agriculture, it was seen as 
essential that this sector of the economy should modernise as quickly as possible (Rostow 
1971), thus undermining the viability and status of subsistence production (Jones 1985; 
Byers and Crow 1988; Schejtman 1992). 
Formal schooling was desirable not only so that teaching and curricula might be 
standardised and centrally defined, but also to achieve the associated and required social, 
cultural and political transformations (Coombs 1985; Jansen 1991; Chung 1996). Literacy 
taught at home would not weaken ties or identification with the family or ascribed 
authority. It would not allow the standardisation of material or activities to ensure that all 
students learned a common language or a common perception of nationhood or citizenship. 
Neither could it introduce the young to the experience of operating within an essentially 
meritocratic bureaucracy - the school - or the concept of merit, itself, which is best 
understood when individuals within a group of peers are seen to receive differentiated 
rewards or recognition, mediated by a recognised authority. 
Schools develop literacy above all else, but they also have numerous other essential roles. 
Industrialisation's reliance on technology requires training and skills development. 
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Through examination and certification, educational achievement identifies merit, thereby 
offering opportunities to operate within a particular skill or grouping within the division of 
labour. A school's social organisation teaches students the rules of the workplace and 
introduces them to a management hierarchy based on merit (Gintis 1971). A headteacher 
appointed on merit delegates authority to teachers, who are effectively middle managers of 
the students. Teachers' authority is perceived as linked to their higher knowledge and 
qualification status. Formal schooling at every educational level defines and legitimises 
merit in the form of achievement, which can only be conferred by those who themselves 
have attained appropriate merit of their own. Via different subject matter and varied 
qualifications, students are introduced to the concept of the division of labour, and become 
used to different employment roles and rewards (Levin 1987). Schools also play a crucial 
role in purveying national identity and a concept of citizenship to build allegiance with the 
nation state and its institutions. Through this role, at least potentially, schools are therefore 
also seen as a force for democratisation. 
If this list of goals for formal schooling within modernisation were not already enough, 
there was also the assertion that education must produce modern people, with the correct 
set of modern attitudes and values. None of the above transformations would happen if 
people involved did not develop attitudes and values which would make them receptive to 
the anticipated change. Then, the theory argued, industrialisation and sustained economic 
growth in the form of increased gross domestic product would follow (Psacharopoulos and 
Woodall 1985). Without these changed attitudes and values, modern economic 
development was deemed impossible and the school and formal education, along with the 
mass media, were to play the prime role in creating these new values (Lerner 1958; 
McClelland 1953; Harrison 1988). 
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In the following sections, various aspects of education's role in this process are considered 
in more detail. The first section deals with its role in political and cultural development. 
The second looks at its contribution in the economic and social spheres. These two 
sections, therefore, cover the four areas where modernisation theory suggests education has 
a role to play. Crucially, however, not all of the material here derives from the early 
modernisers. Much of it is from later writers on education's role in development, though 
the modernisers' goals are still discernible. A third section identifies the attitudes and 
values which are thought to be created or fostered by formal education and without which 
the development process could not be sustained. 
2.2.1. Political and cultural development 
Modernisation theory required changes in the political and cultural characteristics of 
"traditional" societies. Formal education, as demonstrated in this section, has consistently 
been identified as having a crucial role in these areas, being viewed as capable of creating 
national unity and identity, as well as allegiance to government, with this often stated as an 
explicit goal for education (Murray Thomas 1992). The relationship between the state and 
education is shown to be a symbiotic one, however, with education seen as capable of 
stimulating political development and change as well as reaffirming and reinforcing 
existing structures. Involvement of the state in education is now a given, but in many 
societies - especially in the Third World - this relationship was only formalised after World 
War Two, when modernisation theories of development were paramount. Education's role 
in political development is here considered in three phases - early developers, colonial era 
and modern convergence. Throughout, it is demonstrated that education's perceived role in 
political and cultural change is closely aligned with that summarised in modernisation 
theory. 
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Education's role in the early developers3 has been much debated. Some commentators 
maintain that education led the wider social and economic changes (Cipolla 1969; Stone 
quoted in Schultz TW 1982: 51), while for others it was a product of the greater prosperity 
and urbanisation (Simmons 1980; Blaug 1992; Ramirez and Boll-Bennett 1982)4. The 
relationship between the state and formal education changed fundamentally during the 
eighteenth century Enlightenment and then the industrial revolution (Fagerlind and Saha 
1983). Before then, formal education was largely in the purview of religious authorities, 
was available to only a minority of the population and offered training for only a narrow 
range of skills or roles. After the industrial revolution, it was firmly in the state arena and 
was always associated with "modernisation", exemplifying progress, civilisation, 
secularisation and increased political democracy (Green 1990). 
In the United States (US), for instance, where different regions developed education 
systems at different times, the overall nature of the system was more coherently planned at 
a national level than in most countries, with its stated role being the creation of national 
unity and identity5. In Japan, state education's role changed from the training of 
bureaucrats and state officials during the Tokugawa period (Kunio 1986) to skills 
development to assist the state-sponsored policy of modernisation, aimed primarily at 
promoting national economic transformation after the Meiji restoration (Furaya and Clarke 
1993; Ogawa and Tyusa 1993a). In Prussia, there was compulsory school attendance by 
1763 and a full national education system by 1830, providing compulsory education up to 
14 years and a centralised curriculum. In fact, most Western European states had universal 
education by the mid-nineteenth century. England lagged, with compulsory school 
attendance introduced in the 1880s, and secondary schools not consolidated until 1902 
(Landes 1969). 
3 This term refers here to Western Europe, the US and Japan. 
4 Sen (1992)suggests that attainment of education and other entitlements is the purpose of development. 
This took the form of an Anglo-Protestant culture, according to Collins (1979). 
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Education synthesised collectivist and individualist forces in the concept of citizenship, a 
conjunction between the right to education and the duty to be educated (Fiala and Lanford 
1987: 316). It played a dual politico-cultural role, integrating the individual into the social 
structure and providing a means for individuals to carry out self-directed and personal 
development. Now states act as if "education were an inevitable system of socialisation, 
certification and legitimation, without which social life itself would not be possible"... 
"Educational institutionalisation has become an important mechanism everywhere for 
coping with the collective/individual dialectic" (Ramirez and Boll-Bennett 1982: 17,18)6. 
Education has, thus, become the cement binding society and nation together by, 
paradoxically, placing individuals at identifiable and differentiated places within a social 
structure, creating unity by getting people to "know their place" (Clarke 1984). At the 
same time it creates dynamism by encouraging individual action, but only to the extent 
allowed or afforded by the individual's place within the structure. Education's main 
function, then, may be to identify its graduates' place within societal hierarchies and 
bureaucracies. Those in privileged positions are granted considerable freedom of action, 
whilst those at the base of the system are prepared for menial, low status roles (Weber 
1964; Gintis 1971; Illych 1984). 
If one of education's roles is the ascription of social status via merit, then education is also 
the state's arbiter of social mobility. It allows individuals - and perhaps groups - to 
achieve positions of advantage without the conflict that might arise if that advantage were 
secured by other means. It is the state's most powerful instrument for moulding the 
character of its people, with unity and consensus amongst its goals, via the mechanisms of 
increased equity and access, equality and participation, morality and merit, and ultimately 
mobility (Ekuban 1980: 122). These benefits, however, can only be achieved through 
6 Illych (1971) has been one of the few analysts to question the very nature of formal education. 
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particular educational policies, including wide access to primary and secondary education 
and a commitment to the needs of rural populations (Adelman and Morris 1973; Adelman 
1992; Rostow 1992). Achievement of social mobility, however, is not solely education's 
purview, since it is also dependent on the adoption of appropriate economic policies in 
areas such as income distribution, equality of opportunity, technical innovation and market 
changes (Carnoy and Samoff 1990: 67; Levin and Kelley 1994; Rozenzweig 1995). 
Education's three main functions in political development have thus been summarised as: 
" 11 a main agent for the political socialisation of the young into the national political 
culture 
"a primary agent for the selection and training of political elites 
" the main contributor to political integration and the building of national political 
consensus" (Fagerlind and Saha 1983: 20) 
National education systems are by definition part of national political culture and merely 
by participating in education young people are socialised into that culture. But 
modernisation predicts that it will do more than this. By conferring merit through the 
development of skills and aptitudes in areas where those with "traditional" authority cannot 
compete, education raised the individual's social status. "Traditional" power becomes 
marginalised as this "modern" sector grows, to become economically and, therefore, 
politically the driving force in the society. Modernisation's cultural and political goals are, 
thus, crucially dependent on education's ability to promote upward social mobility, though 
not necessarily within existing social structures. In the modem sector, individuals compete 
for status and influence, with the educated more likely to succeed. 
But the political or the social elite may reproduce its status by means other than 
educational achievement. Pre-existing power, influence or wealth may be the determining 
factors, for instance, factors which may enhance access to educational advantage. But it is 
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increasingly the case that educational achievement is used at least to legitimise access to 
higher social status and, if mobility is also an effect of education, it remains possible that 
those without power, influence or wealth might join the group (Galbraith 1979). It was this 
mechanism that modernisers postulated would undermine traditional authority via the 
social mobility of urban, educated, rational individuals (Rostow 1971; Adelman and 
Morris 1973). Their ambitions would be realised via achievement of status, acquired by 
participation in a growing modem economic sector. As this sector grew, so would the 
power of a new elite. The traditional elite, unable to compete in the modem sector because 
of lack of requisite skills, would find its power diminished. They would not be removed 
from power by revolution, for modernisation was an evolutionary and anti-class struggle 
ideology. It did recognise that there had to be an agent for change - Rostow's social 
overhead capital or Lerner's transitionals - but it was the theory's assertion that once started 
modernisation could not be halted that predicted the waning of traditional authority. 
The role of elites is thus central to the process of modernisation and the current study 
considers this role from four possible theoretical standpoints. The following sections argue 
that modernisation, itself, conceptualised "traditional" elites as Pareto-like, whilst the 
"modern" group emerged by virtue of Parsonian pluralism. Understanding of the elite's 
role in Philippine society, on the other hand, can also be interpreted in Marxist terms or, 
alternatively, but to the same effect, via Mann's Four Networks theory, which considers 
the inter-relationship between ideological, economic, military and political power (Mann 
1986,1993). 
Modernisation viewed traditional power being held by a Pareto (1991) elite which, though 
it competed for power and influence within its own ranks, was largely impervious to 
influences from the masses, thus blocking change which might threaten its position. Since 
traditional society was characterised by smallholder agriculture, peasants relied on land for 
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their livelihood. Landlords held power because they controlled access to that livelihood. 
Highly unequal ownership of land still characterises Filipino society and it has been this 
control of land that has determined access to economic and political power (Abuevo 1976; 
Canlas et al 1988; Putzel and Cunnington 1989; Putzel 1992). 
Modernisation's model was couched in Parson's pluralist schema (Parsons and Shils 1951), 
where society was viewed as mutually dependent parts, each of which contributed to the 
functioning of the whole system. Individuals occupied a place on a linear scale between 
ascription and achievement, their position determined by opposed effects of kinship and 
occupation. What traditional societies lacked was motivation for achievement and 
opportunity for employment. Psychological changes via education and the mass media 
were to overcome the former and the development of a modern economic sector the latter. 
The theory was thus the antithesis of Marx's concept of class struggle. The modern would 
evolve into the new elite not by revolution, but by force of numbers, rationality and 
technological superiority. 
The mechanism by which modernity came to its predominant status was via pluralism, 
which in the 1950s was widely assumed to operate in US society. Crucially, this was not 
seen as ethnocentrism. Lerner (1958), for instance, regards the fact that American values 
dominated modernisation merely as historical accident. It was the positivism and the 
underpinning by rationality, science and technology, which in his analysis made 
modernisation inevitable. Though it began in Europe and came to fruition in the US, it 
could and certainly would happen anywhere and everywhere because its scientific 
foundation was universal. Identification in the US, itself, of power elites (Mills 1956) and 
ascription mechanisms of power access (Hunter 1953) did not undermine continued 
assumptions of pluralism, since these theories remained marginalised for some time. 
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It will be shown in Chapter Three that participation in higher education in the Philippines 
has always been a means of confirming or attaining elite status. If the perception of 
education is that it primarily confers elite status, then it can be assumed that the system 
effectively perpetuated the dominance of a Pareto-like elite, which modernisation theory 
would label "traditional". This perception would necessarily imply an associated 
scepticism about the possibility of social mobility. If, however, participants in education 
believe it has the capability of facilitating social mobility, then it may indicate that 
Parsonian views of pluralism, i. e. "modem" values, are promoted by the system. 
Whilst modernisation was underpinned by pluralism in the US, it was perhaps 
considerations of Marxism that rendered the Philippines a prime target for the modernisers' 
attention. In Marxist theory a ruling class is in a state of struggle with the proletariat. Its 
aim is to maintain economic power and it achieves this by monopolising the political, 
military and ideological apparatus of society7. An elite can operate as an oligarchy which 
restricts change in economic relations precisely by its domination of politics at every level, 
as has been suggested is the case in the Philippines. The military becomes politicised and 
because continued economic status is dependent on continued access to land, political 
power is the key that ensures continued elite status, since it can be used to block land 
reform, suppress dissent and, crucially in the Philippines, manage intra-elite rivalry via 
cronyism (Broad 1988; Goodno 1991; Wurfel 1988). Left-wing opposition to the elite's 
status has generated a significant communist movement in the Philippines and it was 
perhaps the continued existence of internal conflict that attracted multilateral aid donors to 
the country (Kerkvliet 1977; Chapman 1987). For global strategic reasons, it was 
important to keep pro-Western, pro-capitalist leaders in power from 1950 to the early 
7 See http: //sociology. use. edti/whonilesamerica/teory/ for summaries of Mann's Four Networks Theory by 
Michael Domhoff. Though this theory is non-Marxist, I have used its framework here to show that power 
structures in the Philippines fit either model, with ideology in the Philippines represented by the Roman 
Catholic Church, which, itself, had a history of land-owner status during the friar estates (Constantino 1977, 
1978) 
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1990s, and much of the foreign finance entering the Philippines did no more than ensure 
the continued power of an elite grouping sympathetic to US strategic interests (Taylor 
1985). Continued US support for the ruling group was guaranteed, unless the reliability of 
the incumbent came into question. This happened with Ferdinand Marcos in 1986, after 
several years of martial law had already been tolerated, even condoned, since the major 
expansion of foreign support for the Philippine economy happened in this period. The US 
tolerated intra-elite competition for office and influence and - as will be seen in Chapter 
Three - continued its policy of allowing the elite to manage internal issues in its own way, 
thus blocking land reform and perhaps thereby ensuring the continued relative lack of 
development in the country as a whole (Williamson 1993). Thus, if modernisation required 
Parsonian pluralism to achieve its anti-Communist ends, the reality of US policy towards 
its former colony ensured that it would never be achieved. 
Education's potential for transformation, however, is not reliant on pluralism. Even in 
states undergoing social change through revolution or other socialist transformation, 
education has been ascribed the role of effecting essentially the same social 
transformations, through a combination of its potential for enculturation, political 
integration and social mobility8. Camoy and Samoff (1990), for instance, see education as 
a prime element in the political process by which the state competes with the forces aimed 
at reproducing the older order and it does this by explicitly promoting greater equality of 
political power (Jansen 1991: 78). In essence, and from a very different political standpoint, 
this is little more than a re-statement of the modernisers' belief that education has the 
power to undermine and replace traditional authority9. 
8 See also Foster (1982) and Saith (1991). 
9 For accounts of roles envisaged for education in states undergoing socialist transition, see Arnove and 
Dewees (1991) on Nicaragua, Jansen (1991) on Zimbabwe, Carnoy and Samoff (1990) on China and Cuba 
and on Tanzania, where they specifically refer to education as still "organised around modernization 
assumptions and criteria" 
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There are, however, examples of attempts to effect explicit social, cultural or political 
change through education resulting in no more than a reproduction of the pre-existing 
systems or relations (Arnove et al 1982; Bacha 1981). It is possible that strong state 
structures, such as education, may in effect defend the interests of a particular group, such 
as a set of producers in the economy or of a particular class (Wallerstein 1980). Formal 
education, then, might also be capable of blocking political change, or undermining 
policies aimed at promoting change (Myrdal 1971). 
This point is a particular concern in Third World societies where education systems almost 
always include explicit political, nationalist or cultural goals, with the concept of 
citizenship as a blend of individual and state interests predominating. Alongside this, other 
goals include national development, loyalty and patriotism, world citizenship, political and 
economic ideology, democracy and religion, individual and vocational development, 
equality of opportunity and elite training (Fiala and Lanford 1987; Murray Thomas 1992). 
When a Third World society has no unifying national language or it is that of the former 
colonial power, formal education may not be effective in creating political or societal unity 
(Adelman 1973: 42). Equally, where the institutions of the state are perceived as weak or 
ineffective, the potential for education to deliver goals of national or political unity are 
similarly reduced. A central state, however, may be weak as a result of highly 
differentiated or indeed competing ideological, regional, ethnic or political interests. In 
such circumstances, the state's education system may represent a particular political or 
cultural interest group and effectively become the mechanism that confers membership of 
that group. 
Overall, education's goal in modernisation is to develop citizens who appreciate the 
potential for individual action within the structures and laws required to perpetuate the 
state and ensure that conflict between individuals does not arise. State involvement in 
Chapter 2 31 
education in the Third World, however, is a relatively recent phenomenon, with the 
educational expansion of the 1950s and 1960s often emulating those of the early 
developers or expanding on that inherited from the colonial power (Watson 1982,1984, 
1984a, Frank 1992). Education became, however, a foundation for the authority of the 
state, without which these new nations could not operate as modem states (Rowley 1971). 
The promotion of nationalism began with the mission schools (Watson 1982b) and it is 
likely that the concept of national identity that was promulgated was somewhat different 
from that which was desired by a post-independence government. Such circumstances 
provided opportunities for competing ideologies to create the kind of weakness or 
particularism in the central state described earlier. Hence definition of nationalism, 
especially in South East Asia, became a vital element in the role of education in 
development (Watson 1984). 
As a result of continuing external influence in the education systems of many Third World 
states, the political and cultural ideologies promoted may be ambiguous. For example, 
colonial schooling symbolised many things besides a work ethic and capitalist social 
relations at work, including Christianity, white supremacy, individuality, merit and 
language (Carnoy and Samoff 1990). In many Third World societies, association with such 
ideas was not only alien to existing political or cultural mores, it was perhaps even 
threatening to them. It thereby achieved what the modernisers deemed essential, in that it 
had the potential to undermine traditional or ascribed authority, ensuring that those 
enculturated into the changed ways of thinking might ally with political and cultural 
identities other than their own. This has led to education systems and the educated in the 
Third World sometimes being labelled as neo-colonial, interested in perpetuating external 
interests above those of their own society and determined to restrict access to elite status to 
a select group of like-minded people (Altbach 1982; Mazrui 1975; Brown 1995). 
Chapter 2 32 
As in other areas where education is seen to have capacity to promote change, in national, 
political and cultural development it is often seen as a panacea. The South Commission 
(1990: 133), for instance, saw education as a "principal mechanism for the transmission and 
perpetuation of culture". Access to education was, therefore, defined as a crucial 
component of the right to culture, but, to serve development, it must reflect the country's 
national ethos and not cause alienation. They called for the needs of the poor to be 
paramount and a reduction in the benefits accruing to upper income groups, whilst 
respecting traditional forms of knowledge (South Commission 1990). Here education will 
transform society, preserve culture, uphold an ethos, respect tradition and redistribute 
access to education and therefore opportunity all at the same time. 
Fuller et al (1986: 18) actually claim that economic benefits, or externalities can accrue 
from education's politico-cultural effects at the institutional or regional level. They stress, 
however, that education's role in institution building, regional and national consciousness 
formation and integration into social roles may be more important at early stages of 
economic development. Then, as development proceeds, "narrow nationalistic thinking in 
education is no longer adequate", since future survival is dependent on access to cultural 
understanding and preparedness to change (Porter 1984: 19), so education must adapt and 
change. 
Despite this need for flexibility, there is growing evidence of convergence, the tendency 
for educational systems everywhere to become ever more alike. Systems increasingly 
appear to have similar goals, share similar organisational or structural characteristics and 
offer similar curricula (Bonal 2002; Dale 2000). Common explanations of this convergence 
include assertions that it is the demands of economic development that determine the 
nature of education systems and that this development is essentially the same process, at 
least structurally, wherever it occurs (Barris 1989). The striking similarity between 
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education systems which has emerged during the last 50 years suggests, for some, a trans- 
national social structure, with nation states as sub-units, making autonomous development 
impossible (Ramirez and Boll-Bennett 1982: 15; Semau 1996). Global systems pertain, 
especially in education (Debauvais 1980: 22; Wiarda 1992: 69) and most of all in 
educational bureaucracies (Fernig 1980: 12). Though economies may develop different 
characteristics because of the different niches they may occupy within the global economy 
(Arnove 1980: 454), industrialisation and urbanisation are perhaps universal and it is these 
which drive the convergence of educational systems (Parsons 1964; Bowles and Gintis 
1976; Huntley 1980; Weis 1982; Harris 1989; Baker and Iloilsinger 1996). 
From a survey of national development plans, Murray Thomas (1992: 20) produced a 
taxonomy of common learning outcomes, which underpin education systems worldwide. It 
showed a great similarity of goals for education, including skills, knowledge and individual 
development. It is education's role to promote national unity and allegiance to the state, 
cultural identity and appropriate attitudes and values. The universal goal of human 
resource development confirms education's functionalist role. For some, however, 
education is primarily preparation for the workplace, thus explaining convergence as an 
effect of industrialisation, a society-wide, even world-wide process of economic change 
(Bowles and Gintis 1976; Weis 1982: 488; Harris 1989: 11). 
Within industrialisation, the development of bureaucracy and modern organisation may 
have promoted a specifically Western model (Schultz 1993), where technical knowledge is 
indispensable to the production process and, therefore, to the bureaucratic structures which 
manage it (Meier 1984: 179). Equally universal were assessments of "backwardness" for 
societies which did not follow this pattern illustrating how "traditional versus modern" can 
be applied wherever modernisers require it. Indeed, in its manifestation as "reflexive 
modernity", any site of change in societal re-invention contrasts the desired, or changed 
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position with rejected, outmoded or dysfunctional practices. Again this is not new, as was 
indicated in Chapter One. Modernity always was a relative concept, associated with the 
idea of progress, which was on-going. 
Despite convergence, there may actually be great disparities between systems when what is 
actually taught is considered. Curricula are inconsistently applied, resources and local 
conditions differ and so education as actually experienced by the student is highly varied 
across systems (Bonal 2003; Rodrik 1996). Attempts to overcome these differences via 
curriculum reform have been largely ineffective (Weis 1982; Lockheed and Bloch 
1990: 14-17,45). 
Convergence of education policy amongst aid donors and agencies emerged during the 
1970s and 1980s (Graham-Brown 1991: 286). King (1991,1992) cites the position of the 
World Bank in educational research and aid as dominant, with its policy prescriptions 
applied universally10. lleyneman and White (1986) suggest that the convergence will 
continue, with OECD and developing countries increasingly adopting similar policies, thus 
reducing cultural specificity of education systems and rendering education policy an 
international issue. Convergence may therefore not only be a response to universally 
similar changes: it may be a consequence of deliberate policy. This is the "dominant 
policy" that will be discussed later in this chapter. 
This section has demonstrated that the politico-cultural goals of education have been 
explicit since the early growth of state systems and have continued throughout the 
expansion of education in the Third World during the 1950s and 1960s, when 
modernisation theory was dominant. It has also suggested that these goals are still shared 
by the education systems of many countries and are represented in the current dominant 
10 See also Helleiner (1986) 
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education policy. In reality, variations in educational quality and restrictions on access may 
undermine education's ability to deliver these goals, which, it must be stressed, have also 
changed as societies have changed. It is central to this thesis, however, that the changes are 
seen at the level of priority within the same paradigm, that of modernisation. 
2.2.2. Economic and social effects 
This section considers education's role in economic development and associated changes in 
social relations. After identifying the key role of general literacy in initiating change, the 
concept of human capital is discussed, followed by considerations of how formal education 
can generate it in many and varied forms without ever being able to predict exactly how it 
might be utilised in the economy. Human capital is then linked to the concept of social 
mobility, the crucial link with education's role in modernisation theory. The contribution of 
education to economic development is demonstrated as best understood in functionalist 
terms, with human capital becoming a form of investment and taking its place alongside 
other factors of capitalist production. Thus, formal education itself becomes an inherent 
part of capitalist development, or modernisation. 
Modernisation's main claim for education is that it develops the individual first with effects 
at the societal level arising as a result. Literacy opens up the possibility of acquiring 
knowledge and developing skills. These are in demand within the modem sector of the 
economy, and thereby create opportunities for individuals to participate in wage labour. In 
the primary sector of the economy, the new skills and knowledge allow smallholder 
farmers to use new techniques, which can transform smallholder subsistence agriculture 
into production for the cash economy. The technological base of the economy is thus 
raised and this eventually leads to larger production units and greater participation in the 
market economy. 
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This potential for change may lead to economic growth in the form of increased Gross 
Domestic Product (GDP)11. The link does not seem to be a causative one, however, since 
increased education appears to be a necessary part of the economic development process 
without ever being sufficient (Simmons 1980; Lewin et al 1982; King 1991). The 
availability of modem sector skills does not in itself appear to stimulate the growth of a 
modem economic sector, but an existing modem sector can have its growth curtailed by a 
lack of skills (Shapiro and Taylor 1992; Fairclough 1994; Yatsko 1994). Such skills, 
therefore, provide the potential for economic development via increased GDP through the 
12 growth of a modem sector. 
The consequences of growth in these modem sectors of the economy are many. Production 
systems in the modem economy are larger scale than in smallholder agriculture, promoting 
urbanisation and still greater literacy. Large-scale production requires technology, 
promoting its spread throughout the economy, creating demands for more specialised skills 
and thereby creating more opportunities to develop these skills (Wilkinson 1973; Fransman 
1986). Education helps people to adapt to change and thereby fulfil new roles that the 
modem economy demands (Rostow 1971). 
Urbanisation has a number of further consequences. Tertiary economic sectors grow in 
response to urbanisation to provide the services and infrastructure that urban centres need 
to operate. This generates more opportunity for employment and creates demands for 
further new skills. In an urban setting, education itself changes. Larger educational 
institutions become viable and with that the range of knowledge and skills that can be 
taught increases. With a reduction in the importance of family labour, there is both a 
11 UNDP (1991) attributed GDP growth in Asia to high levels of health and education; Psacharopoulos 
(1984) attributed 10.5% of GDP growth in the Philippines in 1972-3 to education; but Benavot (1992) and 
Fields (1992) find only a weak link between education and growth. Also, Psacharopoulos and Kiong Bock 
Lee (1979) illustrate the difficulty of linking education and growth by asserting that even school enrolment 
figures can only be used with extreme caution. 
12 Ogawa et at (1993) state that education investment was cause of growth of GDP in Pacific rim countries. 
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greater opportunity for children to attend school and, in the urban environment, a greater 
likelihood that school places will be available. 
Urbanisation assists the provision of water and electricity supplies and the availability of 
health care promotes an improvement in general health, increasing life expectancy. Longer 
lives allow people to use their skills for longer periods, to develop new skills and learn by 
experience. This increases their earning potential further and thereby amplifies all of the 
changes promoted by education. 
Social transformations accompany this economic transformation. The generally increased 
demand for both waged and skilled labour results in more opportunities for women, 
challenging the sexual division of labour modernisation identifies with traditional society. 
Since women entering the modem sector must gain the requisite skills, they must be 
educated and so marry later and have fewer children (Shields 1987). Participation in 
education by women, therefore, is seen to be a contributor to lower fertility (Schiefelbein 
1980; Clignet 1980; Todaro 1980; Subbaro and Raney 1995) and therefore lower 
population growth. 
Industrialisation leads to greater productivity. Application of technology generates both 
greater quantity and quality of output and, as people participate in the growing industrial or 
modern sectors in ever more specialised roles, the general level of earnings in the society 
increases. If most people have access to education and therefore a means of developing 
skills, then education becomes a force for greater equality, since more people have access 
to every level of the modem sector. This equality can only be possible with greater access 
to education in general (Schultz 1993) and it starts with access to primary education, since 
the education process is a cumulative one. No increase in provision at the secondary or 
tertiary levels of education can claim to provide greater access if access to primary 
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education is limited, since literacy is the key. Once primary education access targets have 
been achieved, and once the industrial, urban and modem transformation is begun, 
however, the associated increased demand for more specialised and sophisticated skills 
requires the expansion of the higher levels of education. The description of the role of 
primary education and literacy within modernisation is therefore entirely analogous to 
Rostow's (1971) concept of social overhead capital and indeed literacy has regularly been 
linked to the concept of 'take-off. 
A link between literacy and increased GDP, however, has never been fully established. 
There are examples of highly literate societies, such as Kerala, where associated industrial 
economic development has not happened, perhaps because literacy was seen as a goal in 
itself and was achieved through a variety of methods, with formal schooling being only 
one of them. In such circumstances, the other effects of formal education, especially the 
politico-cultural and attitude and value formation would be absent (Sen 1991). 
Dillard (1992) maintains that an inability to create sufficient social overhead capital held 
back the early developers and is the reason why state involvement in education became an 
imperative. In early development innovation may have arisen through modified practice, 
minor changes to rules of thumb, or indeed by accident. In a world where technology is 
widely used, however, they can only come about through research or insight by people 
with the necessary training and knowledge (Low et al 1991; Schultz 1993). Later 
developers, therefore, must establish education at all levels as quickly as possible, since 
higher education plays a central role in providing graduates with this technological training 
and knowledge, assuming that the quality of education offered is good (Ilarbison 1967). 
Though the mechanisms may be similar, the process of modem economic development 
may therefore change in different eras of development (Lall 1986; Bienfelt 1991; Webster 
1984). 
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To achieve literacy students need at least five years of primary schooling and poor 
educational quality inhibits its attainment (Lockheed and Verspoor 1991), but once the pre- 
requisite of literacy is achieved, schooling allows the individual to acquire specific 
knowledge or skills which can be applied to real life tasks. Throughout the growing 
economy there is a need for skilled and trained people to ensure that these technologies and 
administrative structures can operate. It is the role of formal education beyond the primary 
school to teach these skills and thereby satisfy the nation's employment needs (Durkheim 
1984; Coombs 1985; South 1990). 
To achieve these ends, educational institutions must be in touch with society's employment 
needs and opportunities. Curricula must be diversified and kept up to date with recent 
developments or innovations13. This requires secondary and tertiary education to be quite 
differentiated sectors, offering a multitude of different courses at different levels. This can 
only be achieved effectively in quite large and high cost institutions, which are only viable 
in urban areas, which may lead to an urban bias rendering effective secondary and tertiary 
education beyond the resources of many poorer societies and individuals (Bude 1984). 
In its most extreme form, this functionalist thinking spawned the manpower planning 
approach to education, whereby governments attempted to predict the precise numbers of 
people required in each employment sector, and then tried to allocate resources to formal 
education to ensure the right number of graduates. The approach was a near universal 
failure, partly because needs change during the time it takes to train a graduate. The main 
reason for its failure, however, was the rather weak link between the intended employment 
niche served by particular training and the eventual employment actually undertaken by the 
graduate (Blaug 1992; Foster 1987). This has led many commentators to reject 
13 Psacharopoulos (1991) doubts that education systems can achieve this on grounds of cost. 
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functionalist thinking on skills training and employment opportunity. They argue that this 
weak link between what is learned and the role eventually played by the graduate in the 
economy proves that it is education's selection and certification function which gives 
access to employment (Foster 1987). Furthermore, if these education systems also favour 
the urban resident and the wealthier student, then education may only be a way of 
legitimising status which has already been ascribed (Bock 1982; Boulding 1992; Higgins 
1992; Marquez 1980), thereby undermining one of modernisation's aims. This is especially 
likely if access to education is limited (Solomon 1987; Kanyike 1977: 95; Weiler 1984: 126; 
Foster 1987). Furthermore, Bude (1984) asserts that it matters where you were educated, 
since education systems themselves are differentiated (Farrell; 1982; Nagai 1976). This 
might also increase imbalances in income distribution, preventing meritocracies from 
developing, especially if the selection mechanisms for inclusion in the elite group happen 
at the secondary level or earlier (Ghosh 1979; Mingat and Tan 1986). In a study of five 
countries including the Philippines, Fields (1982: 64), found that education was not in itself 
a promoter of social mobility, since there was differentiation according to quality within 
the education system'4. Educational results correlated closer with Gross National Product 
(GNP) figures than income distribution, indicating that educational progress only happened 
when countries could afford to fund improved systems. 
The functionalist argument, however, makes two points to answer these criticisms. First, 
there remains an identifiable link between what students study and what they do in 
employment. Secondly, functionalists argue that there are externalities, benefits accruing 
from formal education, that cannot be exactly quantified, such as changed attitudes and 
values and improved decision-making skills which render the more educated more efficient 
and effective in almost any role (Solomon 1986: 7). Employers recognise this and seek to 
14 The quality of education received is a strong indicator of future earnings (Solomon 1987a). 
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employ the educated applicant. This leads to a concept called elasticity of substitution 15, 
which measures the degree to which a given occupation requires specific or general 
training. Modern industrialised economies change rapidly and generate needs for new roles 
and skills before formal education can adapt to provide specific training for them 
(McMahon 1987). Many roles in modern economies require general skills, i. e. they are 
substitution elastic. Employers appreciate the generally higher skill and capability levels 
of the educated, functionalists argue, and so are willing to recruit the educated into these 
new or general positions, despite their training not being wholly relevant, and despite the 
fact that they are more expensive. Education thus becomes a form of investment. 
The idea that knowledge and skills are a form of capital is not new. Adam Smith (quoted 
in Sen 1986: 29) and Marx (Simon 1985; Marx 1976: 483,613,628) both acknowledged that 
human capabilities or population quality could contribute to increased economic activity. 
It was the mid-20`x' century, however, that saw the first attempts to quantify the 
contribution to growth that each of the various factors of production might make16 
Denison's work (1962) confirmed that after effects from capital and labour were quantified, 
there remained a large "residual", a portion of economic growth unattributable to other 
inputs (Psacharopoulos and Woodall 1985: 27). Ile proposed that this arose as a result of 
improvements in the capabilities and productivity of human beings, or an increase in the 
stock of human capital, brought about primarily by participation in formal education and 
training, an assumption which has been criticised. (Blaug 1992b: XII). Though subsequent 
work led to a significant reduction in the size of the estimated residual (flicks 1987: 101), 
there remained a sizeable part of recorded growth attributed to increases in human 
capital'7. In later work, Schultz (1982,1987) developed the idea further, suggesting that 
societies could create a stock of human capital by widening and deepening access to 
15 See Psacharopoulos et at 1985, pp84-6 for a description of this concept 
16 As early as 1951 the UN called for an increase human capital as well as physical. (Martin 1991). 
17 See Psacharopoulos (1984) and Arcelo (1982) for estimates education's contribution to GDP growth in the 
Philippines. 
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education, thus aligning the human capital concept firmly alongside Rostow's social 
overhead capital. Education, which until then had been viewed largely as consumption 
(Lewis 1985), thus became an investment and one which often could be more profitable 
than other forms of investment, such as physical capital. 
Human capital formation, for Mincer (1989), is the key to mobility, which can only be 
achieved through economic expansion. In a growing economy, with demand for skilled 
employees high, processes which might work against increased mobility, such as selection 
via ascribed status, are unsustainable (Rosenstein 1985; Chiswick and Chiswick 1987). 
This also suggests the corollary that where there is educated unemployment, such as in the 
Third World (Camoy 1980; Ilinchcliffe 1987) then characteristics other than qualifications 
or "merit" may be more influential in hiring decisions. Evidence from labour market 
surveys suggests that policies to promote labour market flexibility and mobility do assist 
development (Psacharopoulos and Woodall 1985: 95). 
If education does indeed promote greater mobility and thereby equality, these effects ought 
to be observable in developed societies. In the US, however, since the mid-nineteenth 
century education has had no effect in increasing opportunities for social mobility, with no 
associated shift from 'ascription' to 'achievement'. Correlations between occupations of 
fathers and sons have been found to be independent of the size of the education system, 
apparently refuting functionalist thinking that greater opportunity and access would create 
conditions for greater mobility (Collins 1979: 182). But in some societies the position is 
seen rather differently. In Korea, for instance, education and qualification cut across class 
boundaries and are now the main method by which a person's economic level and status 
are determined (Sorensen 1994; Pomfret 1992). 
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Notwithstanding these mixed views on education's ability to promote mobility, it is still 
often cited as the key to social change and social betterment (Huse 1980; Low et al 1991; 
World Bank 1999). Educational credentials and technical knowledge are cited as the main 
criteria for upward mobility (Portes and Walton 1981: 176), with occupational status often 
being only weakly linked to social class (Foster 1987: 96). Whilst the possession of 
qualifications and skills do not necessarily bring about mobility, only those with 
qualifications, it seems, can be mobile. Conversely, less educated skilled labour or non- 
professional people have seen a deterioration in their mobility, thus confirming that 
educational credentials are becoming more important as a condition for mobility (Standing 
1992). 
The ability or inability to facilitate or stimulate social mobility is a crucial factor in 
education's contribution to modernisation. Mobility is linked to merit, which is conferred 
by education and this undermines traditional authority (Warren 1980: 114,135). Merit is 
awarded on the basis of employability and productivity within the modern economy, both 
of which are influenced by education through qualification and skill acquisition. One 
would assume that if these effects were real, then people involved in education would be 
aware of them (Schultz 1993) and that they would form a significant element in people's 
motivation to participate in the education process. 
2.2.3. Attitude and value transformation 
If societies were to change, as described in the previous two sections, then, according to 
mainstream modernisation theory, the people involved must want it. They themselves have 
to be changed by it, or the process would not be self-sustaining (Lerner 1958; Rostow 
1971). This led many researchers from the 1950s to the 1970s to postulate a psychological 
basis for modernisation, an attitude of mind that would foster the transformation. This 
entailed the identification of attitudes, values and propensities which in theory were 
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associated with the changes that modernisation required and that would sustain and 
magnify the changes once they were held by a sufficient proportion of the population. 
Having identified that modern attitudes and values were different from traditional ones, the 
theory required an agent of change and formal education alongside the mass media were 
suggested (Lerner 1958; McClelland 1953; Kahl 1968). Authors on the role of education in 
economic development have continued to define the nature of attitudinal change which 
participation in education fosters and the dominant policy paradigm of the 1980s still 
referred to education's role in creating attitudinal modernity as crucial. The list of potential 
attitudinal changes promoted by education has grown considerably, but an analysis of the 
literature reveals that the more recent claims are essentially the same as those claimed by 
the modernisation theorists of the 1950s and 60s. 
Throughout this section, the views of writers associated with modernisation are juxtaposed 
with those of more recent commentators, since the current study seeks to establish their 
similarity and not undertake a critical analysis of the theory, itself. As a starting point, 
however, a brief summary of some important works on individual modernity is presented. 
Perceived attitudinal goals for education are then considered from various sources through 
to the 1990s. A concordance between these and the theoretical requirements of 
modernisation is revealed. 
McClelland (1953) defined a need for achievement which motivated people to seek 
personal and economic advancement. Once people embarked on this process, they became 
less influenced by religion, more universal in outlook, more materialistic and less 
impulsive. They understood and respected contractual ties, operated co-operatively, 
responded to peer pressure and respected status achieved on merit. They accepted the need 
for forward planning and could assess the likely success of rational action, believing that 
this, via application of science and technology, could change their environment. 
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Lerner (1958) defined a similar personality trait, psychic mobility. A key transformation in 
his analysis was the development of empathy, an ability to understand other peoples' 
opinions and concerns and thereby conceive of oneself occupying new or changed roles. 
Modernisation thus required this psychological change in the individual, which happened 
alongside other changes at the societal level. These operated along a scale with 
urbanisation being the starting point and led to the spread of literacy. This then promoted 
mass media, economic and political participation in that order, with industrialisation 
increasing throughout. To become modem, the individual had to adopt new roles and 
behaviour, and the development of an "empathic capacity", really a willingness to change 
and a realisation of how to achieve change, was the fundamental attitudinal development 
required. In essence, this is the growth of individuality and recognition of the possibility of 
individual action. 
In 1968 Kahl conducted a study on modernity in Brazil and Mexico and assessed 
individuals on their activism18, preference for urban living, individualism, perception of 
social stratification, mass media participation and perception of life chances. Ile found 
urban dwellers more modem in their attitudes, believing their own social mobility to be 
attainable. Smith and Inkeles (1966) and Inkeles and Smith (1974) developed scales for 
individual and overall modernity. For them, modem people are willing to change, form 
opinions and be rewarded on merit. They respect others and accept that science and 
technology can advantageously change the environment. Modem people plan and are 
orientated to the present and future, not the past. They are interested in public issues, want 
higher levels of education for their children, respect achieved qualifications and accept 
these as a basis for reward. They empathise with other people and participate in the mass 
18 Essentially this is a psychological trait indicating a willingness to change. 
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media. They approve of smaller families and are secular rather than religious in their 
opinions. 
An elite group sympathetic to change was crucial to start Rostow's (1971) staged 
modernisation by industrialisation. Their creation was to be established in the pre- 
conditions for take-off and their subsequent activity would stimulate that take-off. 
Essential traits amongst this group were a preparedness to be educated, change, work in 
specialised roles within bureaucratic structures and be managed by others appointed on 
merit. Again an acceptance of the positive role of science and technology was required, 
which prompted a rationality to facilitate decision making and an ability to assess risk. 
During the drive to maturity, more people would become modem until, in the age of mass 
consumption, the processes of production, innovation, education and change would be self- 
sustaining. 
In 1971 Myrdal invoked rationality and the development of national consciousness as 
products of education, which itself was an essential element in economic development. 
Education would stimulate rising standards of living via social mobility. It would create 
improved institutions, political democracy and social discipline. It would promote the 
adoption of values derived from rational thought and an identification of an individual's 
ambition with that of the nation. Education would be viewed as essential and would thus 
confer merit and mobility. He described modernisation as nothing less than a nostrum in 
development, but did recognise that education and its benefits could be monopolised by a 
minority for its own preservation, to the detriment of development. Access, therefore, was 
a crucial issue. 
These summaries identify modernisation as highly positivist. Rationally applied science 
can transform the lives of less developed peoples and raise them from traditional to 
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modern, from rural to urban, from illiterate to literate, from subsistence to waged 
employment and from poor to rich. It was the promotion of an essentially Weberian 
Protestant ethic at the national, political and cultural level and the application of 
functionalism in the economic and social spheres. It was a capitalist, anti-Communist 
model (Rostow 1971) designed to promote a Western style of development, an advertiser's 
view of the American dream and can be criticised in many ways. It represents an 
ethnocentric, perhaps colonial approach, taking no account of the complexity of cultures 19 
recognising only the formulaic characteristics of a disputed endpoint and assumes wholly 
positivistic results from the application of science and technology. It posits tradition and 
modernity as opposite ends of a scale without showing that they necessarily conflict. It 
never questions or even justifies the assumption that specific values and attitudes give rise 
to a fixed set of social and economic results and that these can be taught explicitly 
(Sheffler 1985). Neither does it admit that other factors might be responsible for different 
levels of development (Portes and Walton 1981). But having listed these criticisms, the 
current study argues that this theory underpinned thinking on education's perceived role in 
economic development through to the 1990s. It is also one manifestation of the more 
recent concept of globalisation, where, having achieved an adequate level of modernity and 
thereby taken off, nations or sub-sets of nations are integrated into the modern economy, 
now seen as a global enterprise20. 
In this paradigm, perhaps the most fundamental shift in the individual's value structure is in 
relation to education itself. If economic transformation needs changed values and if these 
changes are stimulated by education, then clearly there is no potential for any change until 
the individual receives that education. The first attitudinal shift, then, is the recognition of 
the necessity to participate in formal education in an institutional setting. Though there 
19 Indeed, Schultz (1993) takes education's cultural effects for granted. 
20 According to Giddens globalisation is reflexive modernisation. See 
http: //news bbc co uk/hi/enplish/static/events/reith 99/ for a summary which restates modernisation in 1990s 
terms. 
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have been attempts to provide education through alternative mechanisms, such as 
community structures (Freire 1972) or peer tutoring systems21, it is the formal school 
setting which predominates. 
For the modernisers, education in traditional societies was based on two main areas - the 
family and religion. The former passed on those skills which were essential for 
subsistence, while the latter provided the social cohesion needed for communities to 
survive. The modem concept of the secular school is quite different. If the individual 
participates effectively in modem formal education, the modernisers argued, he or she will 
believe in education's potential to deliver a personal transformation in the form of new 
knowledge and skills demanded by the modem economy. Thus, the individual's 
willingness to be trained is a starting point for all the changes that follow. It indicates 
adaptability and flexibility, traits which will be needed when the individual participates in 
a modern economic sector where roles are regularly modified or redefined by technological 
innovation. Willingness to attend school also indicates that the individual has accepted the 
reality of working with and for others as part of a bureaucratic organisation with its role- 
assigned division of labour (Solomon 1987). These are the changes which relate closely to 
the Western concepts of individuality, rationality, merit and autonomy. It was perceived as 
a global phenomenon, a process driven by urbanisation, literacy and a desire to become a 
member of modem society (Lerner 1958; McLelland 1953; Rostow 1971; Kahl 1968). 
Modem people have material needs, and are aware of opportunities to satisfy them. They 
are future orientated, willing to take risks to achieve what they want, but also have the 
judgment to evaluate the likelihood of success. They become more individualistic and 
willing to assert their individuality and hold opinions, but they are also pluralist, conscious 
21 Though originally hailed as a revolutionary, cost effective and sustainable means of widening access to 
education, these initiatives, such as IMPACT in the Philippines, were later judged to be perpetuating unequal 
access and to have been unmitigated failures. (Flores 1981, Unesco 1984,1lawes and Stephens 1990) 
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of their own status and that of others. They become adaptable, more reflective and more 
controlled in their behaviour. Family ties and ascribed authority weaken and are replaced 
by a recognition that status is achieved via merit and that there are bureaucratic structures 
to determine this. Contractual obligations replace family duties and, because of the 
individual's greater flexibility, these can be redefined and renegotiated. Modern 
individuals access mass media in their daily lives and demand democratic participation 
(Parsons cited in Harris 1983). 
Paradoxically, though education is seen to promote self-confidence, autonomy and 
positivism, it also promotes a greater willingness to co-operate and the ability to suppress 
self-interest (Meyer 1984). Individuality, however, is also fostered by education and the 
educated are led to expect greater material rewards accruing from their higher status. The 
educated therefore are thought to be more conscious of material needs and economic wants 
(Galbraith 1969,1972,1973). This materialism and individualism is also manifest in 
ambition, career-mindedness, self-reliance and a willingness to take initiative. 
These changed ways of thinking engender a willingness to accommodate further change 
(Nafziger 1990). The universe becomes a rational entity governed by universal laws. It is 
to be explored for reasons of personal development and "learning for its own sake". This 
curiosity leads to new and more rational interpretations of phenomena, which allows 
people to evaluate risk. This particular attitudinal change, known as allocative ability, is 
often cited as the major change assisting the development of entrepreneurial skills (Schultz 
1993: 19). Modem people are able to accept that not all ventures will be successful, but 
equally know how to assess if the risk is worth taking. The experience of different 
specialisms in education promotes greater pluralism and willingness to see others' points of 
view. It increases the individual's adaptability and willingness to be trained, since the need 
for differentiated roles and skills is thoroughly accepted. 
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Education, via its content, structure and organisation promotes all of the attitudinal changes 
that modernisation deemed necessary and was the theory's prime mechanism to effect 
societal transformation. The three following examples illustrate, furthermore, how little 
change there has been in thinking on education's role. The only real difference between 
Hunter's imperialism and the 1990s viewpoint of Hawes and Stephens is that the latter are 
not confident that the changes are beneficial. They remain convinced, however, that 
essentially the same set of changes is promoted by formal education. Finally, Holsinger, a 
World Bank researcher, offers a perspective that mirrors the modernisation perspective 
precisely, but from the mid-1980s. 
Hunter (1963), writing on education in East Africa, spoke of the need to create in one 
generation a new society - "new in language, custom, skills, political and social relations, 
new in attitudes, responsibilities and beliefs" - to replace "old African society". Skills were 
not enough, since "leadership, tolerance, self-discipline, obedience to the truth, a 
conscience relevant to new roles and temptations" were also needed. Literacy was the 
prime goal and schooling was essentially humanistic, "designed to give ... a sight of the 
fundamental values upon which Western civilisation is based ... via religion, literature and 
history and in the enquiring spirit of science". Like the schools of England, colonial 
schools were not designed to teach skills, but were designed to produce literacy "so the 
child of working parents could eventually look beyond the narrow limits of his life of 
purely traditional skills to a wider world of ideas and a more modern competence" (Bunter 
1963: ix, 7). 
I lawes and Stephens suggest that school quality is a factor in formal education's ability to 
"contribute towards developing self-confidence and a sense of autonomy which are such 
important components in meeting safety, self-esteem and self-actualisation needs" (Hawes 
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and Stephens 1990: 16). Older types of schooling socialised the young into useful members 
of the existing community, whereas 'Western-style' education is characterised by: 
" youth and future orientation, preparation for adult life 
" prescribed curricula and knowledge 
" less reliance on'learning and doing' 
" training for vocation, though often in general terms 
" labelling via examination and certification 
" modern-sector orientation 
" control by central bureaucracy 
" ability to act as an agent of change 
In their view, Western schooling is not community orientated. In fact, in the Third World, 
it was always designed to turn the young against the local community (Ilawes and 
Stephens 1990: 122). 
In both of the above examples, education is a Western and modem phenomenon. It is a 
means of changing society. It focuses on the development of the individual, confers merit, 
status and social mobility via certification and thereby allows access to the modem sector 
of the economy. Crucially, in both cases it addresses the 'traditional to modem' concept. 
In 1987 1 Iolsinger gave the following list of modern traits - trust, secularism, high risk 
taking, favourable attitude towards manual work, independence from family and kin, 
universalism, need achievement, empiricism, futurism, recognition of the value of change, 
mass-media participation, calculability, dignity, efficacy, national identification, optimism, 
valuation of time and commitment to work. Participation in the modem sector also meant 
association with "non-culture-bound organisations of value transmission" which eventually 
produced a worldwide culture, since people everywhere receive similar formative 
experiences. All institutions of the modern economy, including the factory and the school, 
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were agents in this process, but schools, "because of their structural arrangements and the 
behaviour patterns of teachers", provide a special experience which promotes the adoption 
of modern values and affective changes (Holsinger 1987: 108-10). Even the language used 
stems directly from the notion of education as psychic modernisation. 
It is possible, of course, that education promotes attitudes and values which are contrary to 
the highly positivistic and rational traits demanded by modernisation theory. Williamson 
(1979), for instance, sees education's prime function as inculcating the habits of thought 
and social values which are dominant in a society. Through a ritualised and organised 
social process, the underlying patterns of the social order are transmitted across 
generations. But it is not a uniform process. Variations arise as a result of dominant 
principles of social organisation, such as age, sex, religion, nationality and occupation, 
which operate at a given place and time. Education is related to the model of development 
espoused by the ruling interests and access to educational quality mirrors society's power 
structure, with high quality education following a Western model. When the dominant 
power group is thus identified with an externally designed legitimation system, Mazrui's 
ideas of cultural dependency22 and considerations of neo-colonialism become important, 
with the university being the most sophisticated instrument in the process. Given this 
structure, however, `relevant' education - i. e. a different curriculum for different social 
groupings - becomes an even more effective way of ensuring even lower mobility and 
greater inequality (Simmons 1980b; Arnove 1982). In the extreme case, education can be 
seen as an agent for authoritarian control by the state (Lott 1989; Young 1989). 
Considerations of attitude and value transformation are complicated by theories suggesting 
that attitudinal identity might be institution, class or group-specific. Berger and Luckman 
(1984), for instance, describe how knowledge is socially distributed - different individuals 
22 See later in this chapter. 
Chapter 2 53 
and groups possess different types or amounts of it - and different types of knowledge are 
shared differently. Institutions, because of their individual histories and associations, fit 
into the societal schema in different ways and maintain a presence which is greater than the 
sum of individuals who currently constitute them. They have their own rules of conduct, 
morals and beliefs and deviation from these becomes a threat. Institutional ethos becomes 
a self-sustaining entity and institutions acquaint their members with this ethos 
systematically through an educational process, which becomes codified to assist 
transmission and memory23. Legitimation is the process by which individuals become 
incorporated in the institutional order, where they learn their place. The process is 
cognitive as well as normative - i. e. knowledge plays a role as well as values - and its 
product is secondary socialisation, where specifics related to the division of labour are 
learned, including role-specific knowledge, language and codes of conduct. Modem 
education provides this secondary socialisation whereas primary socialisation takes place 
in the family, and through peer relations. 
Institutions can have their own identities, bodies of knowledge and value structures 
(Berger and Luckman 1984: 72; Silverman 1985; Benavot 1996). Where there is a very 
strong elite identity and where that identity is also manifest at the institutional level, there 
may exist a concordance of identity, culture, values and attitudes, which together become 
mutually reinforcing and relatively impenetrable by outsiders (Berger and Luckman 
1984: 83-4). Other institutions and other classes, who are not themselves part of such 
structures, may feel pressured to aspire to those alien structures and beliefs if they are 
dominant in the society. This suggests that there would exist observable differences in 
attitudes and values between elite and non-elite institutions and also between individual 
assessments of the desired and the desirable. One would expect to find little difference 
between elite institutions, but a marked difference within the non-elite, perhaps sometimes 
23 McLean (1984) further suggested that the relative autonomy of educational institutions in particular may 
lead to conflict between their own values and those of the wider society 
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provoking a cultural conflict at the individual level and especially in a highly stratified 
system. Though individual attitudes may be formed by many simultaneous institutional 
affiliations (Weilenmann 1980: 52-3), the focus of the current study is specifically the role 
of education. 
In conclusion, then, we can say that education, according to the modernisers, transforms 
people via attitudinal change, as well as teaching functionally specific knowledge and 
skills. Predicted or desired attitudinal changes promoted by education remained essentially 
the same through to the 1990s, with the following prevalent: 
" acceptance that education plays a vital role in development of the state, economy 
and individual 
" belief in education's ability and right to confer merit and status, and that this can 
lead to differentiated rewards, social mobility and greater equality 
" belief that problems can be solved by the application of science and technology 
" belief that individuals are responsible for their own actions 
" less reliance on family, religious or community allegiances 
"a pluralistic and internationalist outlook 
Furthermore, if the theories underpinning modernisation of attitudes and values are correct, 
these traits should be more apparent in the more educated. 
Two further considerations arise, however. The first is that differences in attitudes and 
values are primarily reflections of pre-existing assumptions derived from social class 
affiliation (Bock 1982), where education merely transmits values which are already 
dominant in the wider society. Secondly, according to Berger and Luckman (1984), 
institutions themselves may develop and perpetuate identifiable and particular value 
systems. It is possible, therefore, that different sets of attitudes and values are developed by 
different types of educational experience. As will be seen in Chapter Three, this point is of 
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crucial importance in a highly stratified and marketised education system such as that in 
the Philippines. If these effects exist, they ought to be observable. This leaves us with three 
basic questions for the research: 
" Does Philippine education transmit the modem values predicted by theory? 
and/or 
" Does Philippine education reflect an elite culture and thereby perpetuate that culture's 
dominance? 
and/or 
" Do different types of educational experience generate different value systems? 
2.3. The dominant policy paradigm and human capital 
Between 1970 and 1990 a dominant model for education's contribution to economic and 
social development emerged. Emanating primarily from international development and 
finance agencies, particularly the World Bank (WB) and International Monetary Fund 
(IMF), it became part of the neo-liberal paradigm known as the Washington Consensus 
(Graham Brown 1991; George 1999; Mehrotra 2005; Tones 2002; Williamson 1993). 
During the debt crisis of the 1980s, this policy was applied frequently as part of structural 
adjustment programmes aimed at overcoming short-term economic difficulties 
(Williamson 1990; Sender 1999). This economically neo-liberal policy is relevant to the 
current study in two ways. First, it was developed during the 1970s largely in response to 
the identified need for educational reform in the Philippines and, secondly, I argue that it 
remains underpinned by the ideas of modernisation (Mundy 2002; IMF 2000; Post et al 
2004; Stiglitz 1998; World Bank 1999,1999a, 2000,2002). 
According to the World Bank, education leads to, or assists with 
" economic growth in the form of increased GDP 
" higher earnings for individuals 
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" industrialisation in the general economy 
" the spread of technology, not only in the secondary and tertiary sectors of the 
economy, but also in agriculture 
" skill formation 
" greater equality, especially if access to, and quality of primary education are 
increased 
" better health and increased life expectancy 
" lower fertility 
" greater productivity 
" take-off (sic) via increased literacy rates (Haddad 1980; Squire 1981; Colclough 
1982; Psacharopoulos and Woodall 1985; Psacharopoulos 1989; Lockheed and 
Bloch 1990; World Bank 1995,1999) 
All of the above stem from education's cognitive effects, but new skills, techniques and 
capacities may not necessarily be used productively or efficiently without the adoption of 
changed attitudes and values (World Bank 1980,1995,1999; Psacharopoulos and Woodall 
1985). These effects are often referred to as part of education's 'externalities', associated 
economic benefits which have been ascribed to education but whose actual effects have 
usually defied measurement (Meier 1984; Jimenez 1987; Schultz 1993). The non-cognitive 
effects of education are thus still crucial to its contribution to development (World Bank 
1980,1995,1999; Easterlin 1981; Psacharopoulos and Woodall 1985,1987a). It is here 
that World Bank policy demonstrates its links with modernisation theory most obviously24. 
World Bank thinking on education is essentially functionalist. Education increases 
productivity, teaches skills which employers value and thereby leads to increased earnings. 
Employment is viewed as a market and the higher salaries paid to educated workers are 
24 In the later documents, the word 'modern' has been superseded by the word 'global'. 
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seen as reflecting their higher value. If employers did not receive higher returns from 
educated labour, the theory argues, they would either cease to pay the higher salaries or go 
out of business. Skills and knowledge, plus the changed attitudes and values generated by 
education are seen as formation of human capital, which contributes directly to economic 
activity (Schultz 1993; Jones 1993), optimising the use of human resources (Landes 1969). 
Human capital can be measured via rate of return analysis25, which regards the resources 
devoted to education as capital investment. Once invested, these resources give rise to 
earnings and profit. The lifetime earnings of an individual represent the returns to that 
investment and the rate of return is the equivalent compound interest rate that would 
generate those returns over a working lifetime. Two types of rate of return are calculated - 
private and social. Private rates of return are based on private expenditure to secure 
education, including income foregone while studying. Social rates of return are based on 
public expenditure on education and include components for each level of education 
attended. Earnings data and private expenditure on education are gathered from surveys, 
while information about public expenditure on education is obtained from national 
economic data. In almost every case social rates of return are lower than private 
(Psacharopoulos 1981). This is interpreted as an in-built public subsidy for education from 
which the more highly educated individual benefits and which fuels demand (Squire 1981). 
Applying this econometric method always reveals a positive return to education, with 
returns in the Third World often higher than those in the First World and usually with 
primary education showing the highest rates of return26. This may only tell us that primary 
is the cheapest sector and that employment outside the Third World for primary-only 
25 See Psacharopoulos and Woodall (1985) pp19-25 for definition. Psacharopoulos (1988) and Ryoo et at 
(1993) describe how rates of return change across economic sectors and stages of development. 
26Ogawa et at (1993) believe that rates of return for higher levels of education are under-estimated, Bowman 
(1974) over-estimated. In the US rates of return are highest in higher education (Carnoy and Marenbach 
1975) and Bennell (1996) states that the rate of return patterns claimed by the World Bank are bogus. 
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qualification does not exist. Because of this, rates of return for primary education 
anywhere but in the Third World are impossible to calculate separately (Griffin and Knight 
1992) and perhaps inaccurate anywhere as a result of the poor quality of available data 
(Miles 1985; Lee and Psacharopoulos 1979). Some writers describe the measure as crude 
(Levin 1974), while others believe that it understates the economic returns to education 
(Panichpakdi 1974). 
Because of its higher rates of return, primary education has been given paramount status in 
the dominant policy (Simmons 1980,1980a; UNICEF 1989; Lockheed and Bloch 1990), 
thus placing literacy acquisition at the heart of World Bank education policy. All other 
things, including greater equality, capacity to learn skills, allocative ability and 
technological skills are dependent on this. The quality of education matters, however, with 
dominant thinking asserting that five years of exposure to quality primary schooling are 
needed to develop competency in literacy. World Bank studies have examined the effects 
of various educational inputs on school quality and effectiveness and the effects of such 
things as teacher training and qualification, availability of resources, class size and 
teaching techniques, as measured by test scores, have been studied. The literature is 
unclear about the effects of these factors, but availability of textbooks27 has proved to have 
consistent positive effects on test scores (Schiefelbein 1980; Simmons and Alexander 
1980; Simmons 1980b; Ileyneman and Jamieson 1980; Iieyneman 1982). Class size, for 
instance, does not seem to be an issue where classes are already over 25 (Avalos and 
Haddad 1981), a finding that helped justify increasing class sizes to reduce costs. 
Throughout, education is consistently assumed to deliver crucial aspects of modernity 
which allow the educated to evaluate economic opportunities, learn new skills and 
participate effectively in national and economic life. These changes have proved more 
difficult to research via studies, however, than other areas of educational quality or output. 
27 A World Bank project in the Philippines produced 97 million textbooks in the Philippines (World Bank 
1987), the effects of which were researched by Psacharopoulos (World Bank 1983). 
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Iluman capital, on the other hand, has proved very easy to measure, via rate of return 
analysis, and there exists an extensive literature in the area. Overall, human capital theory 
quantifies and qualifies Rostow's concept of social overhead capital, without which 
economic growth is deemed impossible. It is not a new concept, but Schultz's equation of 
knowledge with capital allows a quantifiable assessment of education's contribution to 
growth. According to Schultz, education increases both the quantity and quality of 
knowledge held within the population and ultimately it is the quality of these human 
resources which determines the rate and nature of economic development (Todaro 
1989: 330). 
The dominant policy concentrates on developing general, transferable skills, which are 
seen as preferable to specific vocations (Psacharopoulos 1987a). Vocational education 
consistently shows lower rates of return than other forms, with the crucial factor of 
allocative ability being better promoted by the more general curriculum (Simmons 1980; 
Psacharopoulos and Woodall 1985; Dore and Sako 1989). Furthermore, human capital 
promotion is described as achieved most effectively in modernising environments (Lewin 
1982; Schultz 1993; Ram 1996). Like other forms of capital, an oversupply of human 
capital may lead to inflation (Sobell 1982: 62-4), as will be seen later when credentialism 
and diploma disease are discussed. 
The concept of human capital also provides a theoretical mechanism to explain the nature 
of change in societies. Functionalist analyses of society and behaviour have often been 
criticised in that they provide little explanation of how systems might change. If people 
are educated for certain roles, how can societies ever exploit new areas of activity which 
require different skills and training? The answer, human capital theory maintains, lies in 
the allocative ability and transferable skills promoted by education. The educated are 
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aware of possibilities when they arise because they can evaluate potential risks and returns 
(Schultz 1993). Innovation provides the stimulus and opportunity, and human capital, 
eager to maximise returns on its investment, is the means whereby new economic activity 
is exploited. The market is the mediating force28 that confirms and confers reward and it is 
again allocative ability that assesses the future worth of any individual initiative. 
Technical skill, of course, is taken for granted here. 
Criticisms of human capital theory centre on the fact that it may be a proxy, indicating 
ascribed status and unequal access to the education system, with qualifications leading to 
returns on human capital merely the results of that status (Bock 1982). Iluman capital may 
help to hide the identity of the true beneficiaries of the education process, which claims to 
offer equality of opportunity as a goal (Carnoy and Samoff 1990; Riddell 1998). Rate of 
return analysis has potential for mere self-confirmation, since it measures human capital 
via increased earnings and these are highly dependent on pre-existing employment 
opportunities. Human capital measures may therefore reflect existing economic 
development rather than indicate potential for future growth. It is possible, furthermore, 
that particular educational institutions have the potential to deliver higher rates of return 
than others (Blaug 1976; Fox 1993), so even the acquisition of human capital may depend 
on pre-existing allocative ability in the form of choice of course or institution. Students 
involved in the process should be aware of education's potential effects, both at the overall 
level and, if it exists, at the particular, institution-specific or course-specific level (Schultz 
1993). As will be seen later, this last point has major significance for the current study 
since it researches the attitudinal changes associated with different qualities of educational 
experience. If education fosters the development of allocative ability, or decision-making 
skills, and if the rewards conferred by different qualities of education are fundamentally 
different on non-educational grounds, then participants in the system ought to be acutely 
28 Also in education, theoretically ensuring its quality (West 1964). 
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aware of this, especially in the Philippines, where access to quality education requires 
significantly higher investment. 
This dominant policy, however, was formulated in different economic conditions from 
those envisaged by the early modernisers and this has forced compromises that have 
affected the potential of education to deliver the developmental goals ascribed to it. It 
must be stressed that at no point did those who espoused the dominant policy ever question 
education's ability to deliver these goals. What the policy had to accommodate was 
diminishing resources allocated to education. The finance gap in educational resourcing 
was not new. A virtually limitless demand (Iieyneman 1982), coupled with population 
growth and slow-growing economies during the 1970s and 1980s, however, forced Third 
World governments to take one of four possible policy options. One was to restrict access 
(Blaug 1980). Besides being politically difficult, this also had the potential to slow growth 
even further and limit human capital growth. A second option was to allow expansion and 
provide adequate resources. In the economic climate of the 1970s and 1980s this was 
difficult to sustain. A third option was to allow the system to expand while capping 
funding, which would lead to a reduction in educational quality, and the quality of human 
capital produced (Wheeler 1984). This led to increased class sizes, the use of fewer 
essential resources, such as textbooks, and increased urban bias in the system, since 
schools in richer areas could count on greater financial support from parents. The fourth 
option, which very few countries implemented in the absence of external pressure, was to 
privatise education and render it largely fee paying (Psacharopoulos 1989; UNDP 1989, 
1991; World Bank 1986a, b, c, 1987). Most countries required some fee paying in return for 
educational places, but few operated the system whereby, at all levels of education, there 
was effectively a market in the provision of educational services. The Philippines was one 
such country, where the majority of educational institutions charged fees and virtually all 
post-primary education was offered by private, fee charging institutions. 
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The dominant policy, which arose during the structural adjustment era, suggested a mix of 
the above possibilities 29. Educational provision was to be expanded to achieve universal 
access, but only at primary level, with the goal of literacy paramount. Beyond primary, a 
mix of state provision and fee paying was recommended, with higher proportions of user 
fees applying the longer students stayed in education (Edwards 1980). This was justified 
by the fact that private rates of return were always higher than the social, this being 
interpreted as state subsidy for private gain. It was argued that if this subsidy was 
removed, thereby releasing resources better applied to primary education, the rate of return 
would still be sufficiently attractive for individuals to regard their funding of higher 
education as an investment. It was also argued that privatising higher education would 
increase demand for it (Psacharopoulos and Sanyal 1981). The overall goal of the policy 
was to keep access to education and literacy as wide as possible (Lockheed and Bloch 
1990), but to allow market forces to drive the provision of higher levels of education as a 
way of aligning it with what the society could afford and the skills demanded by the 
economy (World Bank 1986a, b, c). 
The implementation of these policies, however, led to some undesirable outcomes 
(Ilinchcliffe 1989; Lewin and Little 1984; Lewin and Berstecher 1989). Shifting resources 
from higher education and introducing cost recovery proved politically difficult (Brooke 
1992). Since, therefore, resources did not move towards expanding provision in primary 
education, the majority of people received poorer quality education (Fuller 1986; Adams 
1989; Reimers 1991; Mundy 1993). Class sizes increased, teacher numbers fell and teacher 
quality was reduced as a result of lower salaries. This, along with the introduction of user 
fees, led to reduced access to education and thereby reduced human capital growth (NEDA 
1986; UNICEF 1989; Ogawa and Tyusa 1993a). Meanwhile, demand for education grew, 
29 Other options, such as a graduate tax (Colclough 1989), have been discussed, but not implemented. 
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The dominant policy, which arose during the structural adjustment era, suggested a mix of 
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1990), but to allow market forces to drive the provision of higher levels of education as a 
way of aligning it with what the society could afford and the skills demanded by the 
economy (World Bank 1986a, b, c). 
The implementation of these policies, however, led to some undesirable outcomes 
(Ilinchcliffe 1989; Lewin and Little 1984; Lewin and Berstecher 1989). Shifting resources 
from higher education and introducing cost recovery proved politically difficult (Brooke 
1992). Since, therefore, resources did not move towards expanding provision in primary 
education, the majority of people received poorer quality education (Fuller 1986; Adams 
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since it remained the only means of obtaining the skills and qualifications needed for 
salaried employment. 
Increased demand, stagnant funding, inadequate provision and economic downturn thus 
threatened to reduce quality further, restrict access and lower human capital growth. 
Though the intention of the dominant policy was to maintain education's contribution to 
economic development, the reality was often to achieve the opposite3° (Fuller 1989; 
Graham-Brown 1991; Brooke 1992; O'Sullivan 1998). Those who espoused the policy, 
however, generally applied the counter-factual argument in its defence, claiming that 
without marketisation and cost recovery the effects of economic downturn and national 
debt on education would have been far worse 31 
As will be seen in Chapter Three, this dominant policy arose from the Philippine education 
system, where the associated increased marketisation of education exacerbated inequalities 
and quality disparities within an already highly stratified system. It is part of the aim of 
this study to analyse whether these effects were perceived by participants in the system and 
whether the increased stratification actually gave rise to measurably different educational 
experiences and outcomes. 
2.4. Criticisms of education's role in development 
Not all writers on education's role in economic change see it as beneficial, with the crucial 
criticism being that education can mirror the social class characteristics of the society. It 
can therefore be exploited by those with resources and access to reproduce and legitimise 
their continued advantageous position (Dubbledam 1984). Education thus becomes a cost 
for society as a whole, where the rich and powerful, subsidised by the poor, reproduce their 
30 For example see Brittain (1991); Aedo-Richmond and Noguera (1989) on Chile; Boyce (1993) on the 
Philippines; Chung (1989) on Zimbabwe; Fuller (1989) on Malawi; Iloppers (1989) on Zambia; Hughes and 
Fagbamiye (1986) on Nigeria; McGinn and Street (1986) on Chile; Sefa Dei (1993) on Ghana. 
31 See Woodward (1992,1992a) for an examination of the effects of structural adjustment policies. 
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status (Coombs 1968). Various mechanisms have been suggested by which this social 
reproduction is accomplished and this section describes a number of them, being the dual 
economy, screening, credentialism, queue theory and cultural capital. All of these 
criticisms of education as human capital generation could apply to the Philippines. 
The concept of a dual economy grew out of an analysis of the early stages of development, 
especially that of plantation agriculture in pre-industrial Third World nations (Frank and 
Frank 1992). It sees two identifiable sectors of economic activity, one rational, scientific 
and modem and another based on peasant subsistence (Chakravaty 1991; f lout 1993). 
Employment in the modem sector is waged, whereas family and traditional systems 
dominate the latter. Economies are seen as composed of primary and secondary labour 
markets, the former being sited in the large corporations and upper levels of civil service, 
while the latter is in peasant agriculture, the informal sector, smaller companies and lower 
status civil service posts. Primary sector posts are limited in number, secure, well paid and 
fully integrated into the modem sector of the economy. Secondary sector employment is 
characterised by mass participation, insecurity, poor pay and varying degrees of integration 
into the modem sector. Educational achievement is one of the pre-requisites for admission 
into the primary employment sector. 
Especially in the Third World positions in the primary employment sector are few 
(Sutcliffe 1992) and the number of education graduates with the requisite qualifications 
always exceeds the opportunities available. The benefits of primary sector employment 
are so great, however, that the prospect of non-admittance does not affect the number of 
people seeking the required qualifications. Large numbers of qualified people who do not 
gain employment in the primary labour sector take jobs in the secondary sector 
(Adiseshiah 1982; Abe 1985), forcing the secondary sector to demand educational 
qualifications for entry. The number of opportunities in any part of the economy for those 
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without qualifications therefore diminishes (Coombs 1985), leading both to the 
impoverishment of the less educated and, at the same time, an increase in demand for 
education, since it becomes the only path to any employment. This explains the 
consistently high demand for education even when it is expensive and where employment 
opportunities are very limited. 
The second consequence of the disparity between primary sector opportunities and the 
supply of educated labour is the depression of pay and conditions in the lower echelons of 
the primary sector, itself (Ruccio and Simon 1992). Promotion and on the job training will 
eventually lift some primary sector entrants to higher pay and security, but initially, 
primary sector organisations can hire on secondary sector terms and conditions, thereby 
lowering costs and increasing profitability. There may therefore be no immediate financial 
or job security advantages in primary sector employment. These accrue only to those who 
are retained and are promoted (Amin 1982; Frank and Frank 1992). 
Screening is related to dual economy theory, operating at the point of hiring, and refers to 
the use by employers of educational qualifications as the primary mechanism of identifying 
potential employees. It suggests that qualifications are used to exclude the majority of 
applicants for primary sector positions and identify a minority of people to be interviewed 
or screened further (Whitehead 1981). The hypothesis postulates that the screen operates 
differently at different employment levels, with qualifications expected varying from 
school leaver certificates through to postgraduate degrees. Proponents of the screening 
hypothesis maintain that these different levels of operation are well known amongst the 
wider population and so this creates a limitless demand for education. Participants strive 
to attain the highest level of qualification they can, correctly assuming that this will allow 
them access to ever more secure and higher paid jobs in the primary sector. 
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Limitless demand for education does not necessarily mean larger numbers of graduates, 
but it does mean that more people embark upon the pursuit of qualifications. There is an 
indirect cost to the individual associated with education in the form of lost opportunity to 
earn and in some education systems there is also a direct cost in the form of fees. Not all 
entrants to the system can sustain these costs and some drop out without finishing their 
qualification. This automatically favours those with the resources to back their continued 
participation in education and so, of course, favours the employment chances of higher 
social classes or elite groups. Where education systems are highly marketised and employ 
a high level of cost recovery, such as the Philippines, these characteristics ought to be 
apparent and perceived by those involved. 
Credentialism postulates that there is an increasing tendency for educational qualifications 
to be required for entry into every level of employment. Higher status positions require 
higher status credentials and, as with screening, only those with the desired credentials will 
be considered (Fox 1993). The credentials in question are invariably conferred by formal 
education, with experience alone no longer seen as important32. Students within formal 
education are aware of the process and therefore pursue qualifications for their own sake, 
rather than for the knowledge or skills which are learned. Qualifications become ends in 
themselves and course content may even be unrelated to what is demanded by the available 
jobs (Bowles 1980; Dore 1980; Whitehead 1981; Preston 1984; Ranis 1991). In this way, 
credentialism becomes a screening process which not only determines the acceptability of 
an application to join a particular occupation, but also acts as a mechanism which limits 
entry to certain jobs and professions, especially those with higher socio-economic status 
(Little 1988; Little and Singh 1992). 
32 Livesay (1983) maintains that, even in the Philippines, real technical skills are generated on the job. 
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Critics of screening and credentialism see them as platitudes, citing the fact that, for 
instance, a degree in medicine is needed to become a doctor is nothing less than desirable. 
If education does indeed develop skills, then screening is merely a way of identifying those 
applicants who possess the requisite skills (Blaug 1985). Credentialism, however, results in 
limitless demand and again favours those with the resources to sustain longer periods in 
education. It fuels the growth of qualification-conferring institutions and courses which 
may be wholly unrelated to any particular form of employment or any usable skill. The 
second and related consequence is the growth of diploma disease (Dore 1976) and 
qualification inflation. Since qualifications are needed for employment and since large 
numbers of these are available and achievable, students spend increasing amounts of time 
and resources collecting more of them. At the same time an increasing supply of graduates 
forces employers to raise the entry levels required. 
Queue theory is another extension of screening and credentialism (McNabb 1987). Without 
assuming the existence of a dual economy, it identifies a hierarchy of employment 
opportunities. Candidates form a queue, with the higher qualified towards the head of the 
queue. Other factors, such as ascribed, social or economic status can affect one's position 
in the employment queue, but these are often hidden, since education often acts as their 
proxy. The queue is constructed around qualifications, but those people from higher social 
or economic status backgrounds, or indeed those with ascribed status have greater access to 
education and a greater likelihood of completing it. 
Queue theory exponents conclude that education's main role is merely to identify where an 
individual should be placed in the queue. Education systems then are merely graders and 
sorters of the population and, as such, assist employers to reduce recruitment costs (Carnoy 
1977), partly explaining why employers are willing participants in credentialism. Higher 
status and, from the employers' point of view, higher cost, but potentially higher value 
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individuals are towards the head of the queue. Individuals strive for higher status by 
amassing higher level educational credentials. 
Critics of queue theory regard the whole idea as nothing more than a description of 'merit'. 
If access to education and qualifications is different for those who originate from the 
higher social or economic status, however, then queue theory sees education's role as 
merely legitimising these groups' greater access to higher status employment and a greater 
likelihood of being hired. Education, in this view, is merely a way of legitimising the 
fundamental lack of social mobility, a characteristic that surely would be apparent to its 
participants. 
Cultural capital explains how education plays a leading role in a neo-colonial relationship 
between the developed world and Third World (Mazrui 1975) and asserts that societies 
tend to reproduce their existing social and economic relations. In Bourdieu and Passeron's 
original formulation33, there existed three forms of capital - economic, social and cultural. 
Cultural capital takes the form of skills, knowledge and values. Social capital is the 
allegiances to institutions and organisations, and economic capital is self-explanatory. If an 
elite can come to dominate all three aspects of capital it can perpetuate itself and maintain 
its status. In modernisation, a traditional elite holds a dominant position, but loses control 
of economic capital and thereby cultural and social capital as modem people emerge. But 
the elite group can continue to dominate education and the media. The very transmitters of 
wider access and social mobility in modernisation become the elite's own regenerative 
mechanisms, thereby blocking the envisaged modem transformation. If this were the case, 
then one would expect that the value structures of elite education would be closely aligned 
with the values of the existing elite and one would expect to identify a primarily socially 
reproductive function in elite education, itself. 
33 See htt]a: //www. sociology. ore. uVtece I tf. htm for a summary. 
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A dominant ideology associated with a dominant group in society presents a hegemonic 
model, with an associated set of values. The dominant group is heavily represented in high 
status positions and institutions, with possession of educational qualifications required for 
access to these high status positions. Success in education is determined by the individual's 
absorption of, or identification with, the dominant culture. Education, therefore, is heavily 
influenced by that dominant culture and at elite levels is its purveyor and legitimiser34, a 
role which has also been described in the First World (Collins 1971). 
Mazrui's (1975) view is that the relation between the First World and Third World is a neo- 
colonial one. Economic relationships which were established during the colonial era are 
perpetuated, with real power at the 'centre' of a world economic system, whilst Third 
World states exist within a periphery. Local elites in the Third World maintain their 
privileged status and their access to power by virtue of their espousal of and identification 
with the dominant value and cultural systems, which originate at the 'centre' (Amin 1982; 
Watson 1984b), rendering the local political and economic elite neo-colonial35. Education 
is the prime purveyor of this international cultural capital. It is a creation of the 'centre' and 
there is an unequal exchange of cultural capital between the First World and the Third 
World, mirroring the unequal exchange in goods and manifest in the transfer of published 
knowledge and technology. Migration of trained people from the Third World to North 
America and Europe is another aspect of the same phenomenon (Arnove 1982; Trainer 
1989). 
Educational qualifications again are seen as a proxy for assimilation of the dominant 
culture and value system. Possession of this cultural capital makes it possible for an 
34 See Williamson 1979 for a discussion on Cultural Capital in education. 
35 Arnove (1982) and Whitehead (1982) describe the dominant education policy in the Third World as a 
continuation of colonial-style education and a means of maintaining a 
"psychological dependency". 
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individual to migrate, have access to high status and high reward positions anywhere in the 
world. Education is not the only manifestation of cultural capital, however, and 
considerations of race, ethnicity and gender also apply. Like other forms of capital, an 
over-supply may lead to 'inflation', in the form of demand for ever-higher levels of 
qualification (Webster 1984). This is most likely in areas where opportunities for 
membership of the elite are few and the supply of educated people is great. Thus 
qualification inflation and with it the demand for education will be highest in areas where 
opportunities are the fewest, i. e. in the Third World. It was a belief that education in the 
Philippines was a purveyor of a neo-colonial cultural capital, thereby inculcating beliefs 
fostering migration, which provided the motive for conducting this study into attitude and 
value formation. 
2.5. Conclusion: some pointers for study 
Chapter Two has reviewed education's theoretical contributions to national and economic 
development. It has presented these claims within a modernisation framework, in which 
attitude and value formation remains crucial. The current dominant thinking on education's 
role in development, including human capital theory, rate of return analysis and increased 
marketisation via cost recovery, has also been examined. This policy reiterates the general 
thrust of modernisation, in its stress on literacy and primary education and the development 
of attitudinal modernity36. Human capital and rate of return analysis are shown as attempts 
to identify and quantify both Denison's residual and Rostow's social overhead capital, 
demonstrating that current thinking and policy on education's role derives from 
modernisation, especially in the area of attitude and value formation, with the teen 'modern 
attitudes' and 'take-off still in common use. Lastly, some criticisms of education's role in 
development have been described. 
36 The attitudinal elements of the policy were also considerations in First World systems (Taylor 1985). 
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Given the reality of the application of these multilateral agency policies during the debt 
and structural adjustment eras, it is a highly relevant research question to ask whether the 
stated aims of the policies were actually achieved. The problems caused by lack of funding 
for education and the general fall in quality may have undermined education's ability to 
achieve these stated aims. The current study examines this issue by identifying whether 
education in the Philippines does indeed promote the modem attitudes and values predicted 
by this theory, being, above all, an implicit belief in the education process and especially in 
the importance of literacy. Participants in education would be aware of education's ability 
to confer status and ascribe merit and would be comfortable with this, since it would offer 
the chance of social mobility and economic benefit. They would be conscious of 
education's role in defining nationhood, national culture and citizenship and would see it as 
a force promoting unity and identity. They would recognise education's ability and 
effectiveness in developing skills and knowledge relevant to the needs of employment and 
the national economy, would be aware of the opportunities that exist and would know what 
opportunities might be available to them (Williams and Gordon 1981). They would believe 
in their own ability to achieve qualifications and would believe that this would facilitate 
the securing of their eventual preferred career option. They would demonstrate an implicit 
'faith' in education. 
Specifically in relation to the dominant policy, participants in education would demonstrate 
strong allocative or decision-making skills. At least implicitly, they would be aware of 
human capital and potential returns from particular career routes. They would accept 
allocation of status on the basis of merit and educational qualification and would recognise 
the right of teachers and educational systems to define and determine individual 
achievement. They would also demonstrate that they had at least considered their 
educational and career options from an investment or returns perspective and would expect 
those results to be available to them if they achieved the required status. 
Chapter 2 72 
They would display a strong sense of individualism, with family, religious, ethnic or 
regional identities being less pronounced than in the less educated. They would be 'future 
orientated', pluralist and internationalist. They might also be influenced less by their own 
class or social background and more by the institutional effects and assumptions inherent 
in the educational process. They would espouse rationality and positivism, and would 
believe in the power of science and technology to control natural forces. They would 
demonstrate flexibility and a willingness to change, would be able to assess risk and use 
this to assist in decision-making. They would accept differentiated rewards and favour 
meritocratic practices. It is not suggested here that because people believe these things that 
they actually exist in the society. The study intends only to find out if people believe they 
do and if such belief is associated with exposure to education. 
If the study were to find rather different attitudes towards education and its potential 
contribution to national, economic and individual development, then it could be concluded 
that education experience was characterised by some or all of the criticisms of the 
dominant theory. A strongly credentialist system, or one characterised by an employment 
queue, could surely not hide from its participants that the courses of study presented bore 
little relation to the skills or knowledge needs of eventual employment. Education as 
cultural capital would promote a belief that it was the purview of only a small, already 
privileged section of the population. Its prime function would be seen as conferring 
existing status. Such a standpoint would dominate any possible belief in merit or mobility. 
Different levels of education would be perceived as identified with different classes or 
groups. Participants would be aware of these differences, since they are surely aware of the 
different attitudes and values which characterise the different social classes in their own 
society. As a consequence, different sectors or levels of the education system would be 
perceived as promoting only particular class values. 
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Diploma disease would generate extremely high demand for education, but simultaneously 
would also produce a high drop out rate, since enrolment in a given course would not 
necessarily be determined by ability, motivation or aptitude. Furthermore, individual 
participants' educational histories would be likely to display some degree of incoherence or 
changes in focus. There would surely develop some cynicism or distrust with regard to 
education's necessity or efficacy in confirming status or merit. One would expect to 
observe less adherence to the overall importance of individual ability, the role of science 
and technology and mobility through merit. One might also expect more scepticism on 
whether education, itself, contributed materially to either individual or national 
development. Finally, if Philippine education were perceived as neo-colonial, as in the 
cultural capital model, one might expect to find an accommodation of migration for 
employment at an ideological level. 
These, then, are the attitude and value considerations predicted by the theory and which 
were incorporated into Philippine education via reforms sponsored by the multi-lateral 
agency donors after 1970. Because these policies were later implemented elsewhere at a 
time when education's role in development was increasingly stressed, it was highly 
pertinent to ascertain the extent to which the policy prescriptions were actually achieved. 
The Philippines, it is argued, was where the policies were first implemented and so it was 
there that the results could first be observed. By the mid-1990s, all students on 
undergraduate courses had been educated after the reforms had begun. Studying Philippine 
education offered the possibility of describing and then contrasting the attitudinal 
characteristics of more and less educated individuals to evaluate education's role in 
attitudinal change and whether this was in line with the policy aims. Furthermore, because 
of the highly inegalitarian nature of post-primary education in the Philippines as a result of 
its reliance on a market, the country also provided an opportunity to identify whether the 
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experience of different qualities of education led to different attitudinal characteristics. 
Findings from the research would provide pointers for other countries where this aspect of 
the educational reforms had not yet had time to develop. Chapter Three will consider the 
characteristics of education in the Philippines and will thereby enable the study to focus on 
those specific aspects of attitude and value formation most likely to be evident in the 
Philippine system. 
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Chapter Three 
Philippine education: its historical background, characteristics and the attitudes and 
values promoted by it. 
3.1 Introduction 
Chapter Three relates the issues raised in Chapter Two to the Philippines. It identifies 
attitudinal characteristics relevant to the Philippines in the 1990s and how these changed 
during the educational reform period, thereby answering research questions 3,4 and 5, as 
listed in Chapter One. It identifies how attitudinal characteristics demanded by 
modernisation might be evident in the Philippines, lists the attitudinal goals and perceived 
deficiencies of Philippine education in the 1970s and details the changed attitudinal goals 
of the educational reform programme. 
The development of education in the Philippines during the country's two colonial eras is 
considered first in which the unique characteristics of the system are identified, especially 
its duality based on language and quality, characteristics which are identified as having the 
potential to promote different kinds of attitudinal development. The next two sections 
consider the state of education in the country in the 1970s and 1990s, before and after the 
major reform programmes sponsored by the World Bank (WB) and International Monetary 
Fund (IMF), identifying how goals for attitudinal development changed. Previous research 
on attitude and value development within Philippine education is considered next, followed 
by a brief description of migration, an issue which my interviewees regarded as a 
significant pointer as to whether education in the Philippines develops "foreign" cultural 
capital. The interests of the groups and individuals who helped to formulate this study are 
then considered, and finally a conclusion identifies detailed questions about attitude and 
value formation in Philippine education that the current study seeks to answer. 
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3.2. Historical Background 
The Philippines is not unique in having had two distinct colonial periods, but in the case of 
the Philippines the two colonial influences had radically different development goals and 
thus education developed differently in the two eras. As will be seen, the system still 
displays evidence of both the Spanish and American colonial periods and their different 
educational goals. 
Formal education in the Philippines is described, from its beginnings under Spanish 
colonial rule, through the expansion of the United States (US) period and beyond. It will be 
demonstrated that Philippine education began as a wholly elite institution servicing the 
needs of the colonists. Later, a local elite demanded and gained access to education as a 
means of securing its own status. The elite resisted changes which challenged this function 
and, when changes were imposed, they preserved the elite sector's separate identity by 
restricting access, thereby perpetuating the system's dual nature. As will be seen in later 
sections, Philippine education retains these characteristics, which now form the basis of the 
system's different levels of quality. 
3.2.1 Spanish colonial period 
Formal education in the Philippines began in the Spanish colonial period (1542-1898). 
Descriptions of pre-colonial life do not mention formal education (Constantino 1984) and 
initially the colonial education system served the needs of the settler Spaniards, 
peninsulares. Educational institutions, funded and operated by religious orders, as in 
Spain, were established in administrative centres, such as Manila. The colony's first 
university, San Tomas, was founded in 1601 (Karnow 1989), though the sons of the richest 
families completed their education in Spain. The education system, therefore, became 
identified jointly with external orientation and elite status (Constantino 1977,1978). 
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Chinese merchants established themselves in the Philippines throughout the Spanish 
period. They inter-married with other communities producing a group the colonial 
authorities labelled mestizo, whereas indigenous Filipinos were called indios. Success in 
agriculture and mercantilism allowed some Chinese, mestizo and indios to grow wealthy. 
Desiring status equal to the peninsulares, they demanded and received access to education 
and also, for the wealthiest, a finishing in Spain. The local elite learned and spoke Spanish 
and became agents of Spanish culture and colonial authority. This elite consistently 
demanded parity with the peninsulares, but never independence and defined its identity in 
terms of access to and completion of education (May 1980, Wurfel 1988). So important 
was the label of being educated that the entire group became known as the ilustrados, the 
enlightened ones (Steinberg 1982; Goodno 1991). Education for non-elite Filipinos was 
provided by missionaries (Myrdal 1971). Literacy was the goal (Karnow 1989), but while 
the elite educational institutions worked exclusively in Spanish, the missionaries learned 
local languages to improve the effectiveness of their evangelisation. Philippine education, 
therefore, has always had a dual nature -a rural, indigenous language, semi-formal 
Christian evangelisation and an urban, formal, Spanish-medium elite system37. 
In the mid-nineteenth century, new educational policies in Spain were exported to the 
colony and in 1863 the Manila administration called for the establishment of universal 
primary education (Hunt 1988). A secondary school system was established by a second 
decree in 1865 (Cortes 1993), but insufficient resources were allocated and the reforms 
were patchily implemented. Primary education did grow, however, and by 1896, from a 
population of about seven million, some 200,000 children were in primary school (I tunt 
1988). Even before the US colonial era, therefore, education was already well established, 
37 Constantino (1977) gives a full description of the complexity of relations between the peninsulares and 
other members of the Philippine elite. 
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with participation identified with affirming or confirming social status, which was 
inextricably linked with speaking Spanish and completing higher education overseas. In 
the US colonial period, speaking English and being educated in the US slotted into this 
structure (Karnow 1989). 
Opposition to Spanish rule crystallised around the Katipunan movement, led by Bonifacio, 
who was not an ilustrado. The elite, therefore, did not support him, distrusting his 
orientation towards the poor (Constantino 1984; May 1980). Aguinaldo, who ousted him, 
was an ilustrado and changed the movement's demands to parity with, rather than 
independence from Spain, thereby garnering elite support (Constantino 1984). 
On Spain's departure in 1898, Aguinaldo became president of an independent Philippines, 
but then the US began its conquest of the country and the Philippine-US War ensued. The 
previous political struggle had been who would control the economy and trade - the 
Spanish, the Filipino people through an independent government or an alliance between 
the Spanish and the local elite. The Philippine-American war was fought not only to 
establish US colonial status but also to redefine the alliance between the elite and the new 
coloniser, with the Filipino elite seen as using the support of ordinary people for 
independence so that they could secure their own economic interests (Miller 1984). 
The Filipino elite played a neo-colonial role, identifying with US interests to continue their 
domination of the society and its economy. The elite did not fully achieve this goal under 
the Spanish regime, but they did under the US and this can be seen as the ultimate 
achievement of the elite's demand for parity (Cullinane 1981; Shalom 1981). Spanish 
education and qualifications defined elite status, but there was a duality in education, with 
provision for the mass of Filipinos incapable of delivering either. This duality apparently 
endures. 
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3.2.2 US colonial period 
US rule began with the Philippine-American War (1899-1902)38, so the initial goals of the 
colonial administration were military, aimed at pacifying local resistance. A tactic to assist 
military victory is to implement the reforms that the enemy uses to rally support. In some 
cases this might undermine the very interests that the conflict is designed to protect. 
Certainly, in the case of agrarian reform, the challenge was to institute what appeared to be 
reform programmes without undermining the interests of the landed elite (Putzel 1992). In 
1898, education reform by the US colonial administration may have had military 
objectives, but it was also utterly in line with wider US colonial policy and suffered none 
of the internal contradictions inherent in the later agrarian reform policy. 
The US inherited a country that was not a unitary state (Goodno 1991; Edgerton 1984). 
Early US policy, therefore, had to win the war, attain stability, strengthen the fabric and 
identity of the Philippine nation state and eventually prepare Filipinos for democracy, 
when they were considered educated enough to vote (Karnow 1989). Indeed, US policy 
perhaps did not exist beyond short-term goals (Owen 1983a), with the overall aim of 
establishing an economic foothold in Asia (Gooch 1914; Schirmer and Shalom 1987). The 
US administration initially re-established religious control of education, against the thrust 
of the 1863 reforms. Since free secular education had been part of the Aguinaldo 
government's plan, this move ran counter to the ilustrado position (Wolff 1991) who did 
not want a return to church power over themselves. The policy was duly reversed. Literacy 
was the stated goal to facilitate eventual democratisation, but even in 1900, education's 
potential contribution to economic development was acknowledged (May 1980). 
38 For details of the range of estimates of war deaths see Francisco (1973) in Schirmer and Shalom (1987) or 
Poole and Vanzi (1984) 
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The US established an education system modelled on the one which, only fifty years 
earlier, had helped form a national identity in the US (May 1980; Green, 1990). In the US, 
education always fulfilled three broad policy goals. It cultivated national identity, 
maintained social cohesion and promoted republican values. These were exactly the goals 
identified for the Philippines in 1900 (Green 1990). 
Education was to cement a Filipino identity and thereby legitimise and strengthen the 
nation state (Wurfei 1988). It was to pacify a populace resisting colonial authority. It was 
to forge a political alliance with Spanish-speaking ilustrados by granting one of their 
demands and, at the same time, it was eventually to be a force for greater social mobility 
and therefore equality (Crouch 1985; Clymer 1991). And it was to deliver literacy, the 
element which would eventually promote democracy, educate a local bureaucracy and 
promote economic change (Tayzon 1981). As in Chapter Two, where the claims for 
education's role were apparently independent of what kind of education was delivered, the 
US colonial administration appeared to believe that education could deliver all of its goals. 
In reality, between 1900 and 1920, there were three distinct and different education 
policies in the Philippines. 
Education was explicitly to modernise Filipinos -"to create little brown Americans", as 
Wolff (1991) records - and to "turn them back from barbarism". Despite US Secretary of 
State Elihu Root's promise that the US would respect "... the customs and social life of the 
islanders... " and would modify them "... only when it appears to be necessary to conform to 
our fundamental ideas of justice... ", Filipinos were regarded as a backward race, incapable 
of self-government. The local population would need "... the training of fifty or a hundred 
years before they shall ever realise what Anglo-Saxon liberty is... " (May 1960: 6-10). The 
need to change Filipinos from their "childlike backwardness" was matched with an 
imperative to impose US values, the English language and modern culture. Co-operation of 
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the ilustrados had to be secured if the US was to achieve these aims (May 1980). A 
combination of education, development and democracy would modernise the Philippines 
(Karnow 1989). 
The ilustrados warmly received US policy on education, though they maintained their 
long-standing demands for equality with the colonisers and control over their own affairs. 
In 1901, just 2.44% of the population was enfranchised and the US administration feared 
that the elite group might hold power forever (Wolff 1991). But education, through 
literacy, would widen the electoral base, encourage popular government and would deepen 
popular acceptance of the US administration, discouraging calls for independence. US 
colonial policy thus ascribed political and cultural goals to education from its inception 
(May 1980). 
In 1901 the administration aimed to prepare Filipinos for democratic participation, with the 
security of the state the goal (Isidoro in Cortes 1993). An act established public primary 
schools, planned the employment of American teachers and officially adopted the use of 
English. The costs of employing the American staff were to be borne by the central 
bureaucracy, whilst local staff and buildings were to be financed from taxes. But elite 
interests were always accommodated, such as in the area of religious education, which was 
initially excluded from the curriculum, as in the US. The Filipino elite objected and the 
policy was immediately changed, illustrating the pragmatism which underpinned the US 
approach (May 1980). 
Three directors of US colonial education policy promoted entirely different goals and even 
different philosophies of education. The first, Atkinson, established a bureaucracy and 
insisted that Filipinos, like Negroes in the US, be taught only practical skills. This was 
initially popular with the elite, but was unpopular with the mass of Filipino people, who 
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aspired to elite academic education (Karnow 1989). Barrows, on succeeding Atkinson in 
1902, instituted a policy of universal primary education to create a literate peasantry with 
the goal of increasing social mobility, thereby releasing the masses from the "blind 
leadership of the aristocracy" (Karnow 1989: 206). This was effectively a moderniser's 
objective of challenging traditional authority. Overall performance remained poor, 
however, because of irregular attendance, untrained teachers and lack of English language 
skills39. Elite domination of the system therefore persisted (May 1980). 
In 1909, a new director, White, concentrated on vocational training and created a more 
selective system to pacify the Filipino oligarchy, which had grown uncomfortable with the 
political and social implications of mass education (hunt 1988; Karnow 1989). Support for 
universal primary education was withdrawn. Though enrolment initially continued to 
increase, it later fell back, a change attributed to higher costs. Furthermore, in a non- 
industrial society such as the Philippines in 1913, the new industrial and vocational 
education programme was training students for positions which did not exist in the wider 
economy and so was no more practical than the earlier academic approach (May 1980). 
Though the US administration did want to see social transformation, they did not want to 
question the position of the elite. The US may have been naive to think that education 
could bring about such a transformation, but the twin objectives of overall US policy - 
establishing a base in Asia and the production of export crops - were best served by 
maintaining existing property relations. This meant working with the elite and not 
threatening its status (Putzel 1992; Callather 1994). The US administration's education 
reforms effectively helped preserve the elite system and its status (Goodman 1983, Goodno 
1991). The result was a strengthening of social relations established under the Spanish 
39 A 1903 study found 44% of Filipinos literate, however (Carson 1978) 
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regime. There might have been increased popular access to education40, but the elite 
system remained private and separate, ensuring its continued status. 
Filipinos recognised education's potential for achieving social mobility, however, and so 
educational expansion was demand led (May 1980). In 1926, Roosevelt described Filipinos 
as "education-mad", but the main goal was attaining elite status and thus access to non- 
manual work and economic power. Even then education was described as primarily a 
preparation for higher education, where diplomas were more important than what was 
studied, implying that credentialism drove the system. It was the status achieved that 
mattered, rather than the skills gained or knowledge learned. 
3.2.3 Language and Quality 
The US imported an education system and with it, the English language. The elite spoke 
Spanish whilst a variety of languages and dialects were used in different parts of the 
archipelago. The English language was to be the major force in the "emancipation of the 
dependent classes ... and necessary for the maintenance of liberal government", as David 
Barrows, Director of Education, put it (Steinberg 1982: 28-30). The ilustrados initially 
wanted to retain Spanish, which had provided them with an identity, but there was great 
demand for popular education, and under US rule that could only be offered in English. 
Educational establishments serving the elite, however, continued to use Spanish alongside 
English for many years. 
The ilustrado response was to establish private schools. The church had provided 
independent missionary education and a Spanish-speaking tradition and this was tolerated 
by the US administration (Gonzalez 1989). The state system was perceived as second best 
40 From 1902 to 1909, the number of schools increased from 1633 to 4424. The number of Filipino teachers 
increased from 2882 to 7949. Monthly enrolments increased from around 200,000 to 434,000, while daily 
attendance rose from 150,000 to 354,000 (May 1980: 108) 
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since it could not confer elite status. Preference for private education, therefore, had early 
beginnings. As more elite students trained in the United States, and as increased numbers 
of private schools opened to satisfy demand, the use of Spanish declined. The identity, 
ultimate superiority and continued association with elite status of private education, 
however, remained unchanged. 
By 1926, English was understood by about a million people. This was the first attempt to 
provide the country with a lingua franca, since Spanish was never taught to the mass of 
people and its promotion was essential because the administration needed English- 
speaking employees (Hunt 1988). Cortes (1993) describes the English language as the 
most enduring aspect of colonial policy, but fifty years after its adoption as the medium of 
instruction, its use remained patchy, with only 50% of the population literate in English by 
1951 (Steinberg 1982). Even in 1970, the Presidential Commission to Survey Philippine 
Education (PCSPE) commented that when classroom discussion was conducted in English, 
students were unwilling to participate because of their lack of confidence (Cortes 1993). 
English was the crucial element in an overall policy of enculturation, however, no less than 
an Americanisation of Filipinos (Roosevelt 1926). This conforms to Mazrui's model of 
cultural capital, where the culture with the higher value is the culture of the colonial power 
(Williamson 1979). 
In 1957, English was dropped from the first two years of primary education, but private 
schools never implemented the policy. In 1970, the PCSPE recommended the use of 
Filipino throughout the primary sector, but again the policy was never implemented, with 
private schools retaining English. It has to be remembered that Filipino is not the 
indigenous language in many parts of the archipelago41. If implemented in full, this policy, 
41 Gonzalez (1982) gives some detail on the use and status of vernacular languages in the primary classroom 
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would have returned the system to its dual form under the Spanish, with local language 
instruction for the poor and the colonial language for the elite (Karnow 1989) 
3.2.4. Summary 
Education in the Philippines is the product of two different colonial traditions. Under 
Spanish rule, it developed alongside education in Spain. Filipinos aspired to participate in 
an established, foreign language, elite system, but the mass of Filipinos, even after the 
administration espoused universal education, had access only to under-funded, poor 
quality, indigenous language schools. Under US rule, education was specifically charged 
with delivering political and cultural goals, aimed at achieving "modern" transformation. 
The system was still based on a foreign language, however, and though enrolments 
increased, the system's duality was, if anything, strengthened42. This dichotomy, coupled 
with continued high demand promoted the growth of elite urban private education. It was 
the status offered by participation in private education and the resulting qualifications 
which mattered, not relevance or usefulness. It was a dichotomy which both the US 
colonial administration and the later Filipino administration sought to preserve. 
3.3 Philippine education in the 1970s 
3.3.1. Introduction 
Barbison and Myers' (1964) study relating education to gross domestic product (GDP) per 
capita is often quoted in the Philippines. They found that the Philippines was something of 
a special case. While economically, it was lower-middle income, its education system was 
more like that of a high income country. In an era where modernisation was nothing less 
than a nostrum and where high levels of education, so the theory stated, created "social 
overhead capital" required by industrialisation, why was it that the Philippines was so 
42 US rule perhaps also widened inequalities in society at large (Stanley 1984). 
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underdeveloped 439 Amongst many possible explanations, the possibility that Philippine 
education fails to deliver in the area of the attitudinal change deemed essential to support 
modernisation is the one which generated this study. Of course, the cause may be, amongst 
others, weak government, corruption, policy failure, poor administration or elite 
domination of the society, but it was the possibility that the highly developed education 
system failed to deliver this essential aspect which interested me and also interested most 
of the educational professionals I interviewed. 
Human capital generated by the Philippine education system was unquestionably of 
sufficient quality to fulfil its economic role. Filipinos migrate overseas for work in large 
numbers and, presumably, their employers value their skills and qualifications. Why was it 
that this human capital could not be realised by employers at home? 
The migrants are predominantly highly educated (Carino 1979; Pryor 1979a) and often 
directly utilise the skills they learned. During interviews with practitioners, it was 
suggested that the education system might even be promoting migration by imparting a 
"foreign" identity. The hypothesis was that education not only raised the possibility of 
migration in the learner's mind, but also placed it as a goal, where anything Filipino was 
automatically interpreted as second best. Alternatively, those people who had most 
effectively and completely developed modem attitudes and values might be more likely to 
migrate, if their aspirations and ambitions could not be satisfied in an economy where the 
modem sector seemed perennially to stagnate. The attitudes that actually were being 
developed by the system, therefore, became the focus of the study. 
The following sections describe education in the Philippines before and after the World 
Bank (WB) and International Monetary Fund (IMF) reform programme of the 1970s and 
43 See Pernia (1993) and Ogawa and Tyusa (1993a) for a discussion on the Philippines' ongoing relative 
human capital advantage. 
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1980s. It was shown in Chapter Two that this policy derived from modernisation theory 
and so the transmission of modern attitudes and values was an integral part of the reforms. 
The context in which these attitudes were to develop, however, must be examined so that 
the results of an attitudinal survey on the role of education might later be interpreted. 
3.3.2. National goals, enrolment and structure 
National goals for education were outlined in the constitutions of 1935 and 1973 (Sison 
1988; Republic of the Philippines 2006), the latter being Ferdinand Marcos's modification 
of the former. In 1935, these constitutional goals for education required that: 
1. the state should supervise and regulate all educational institutions and provide 
adequate education, with free primary schools' and citizenship training for 
adults 
2. schools should develop moral character, personal discipline, civic conscience, 
vocational efficiency and citizenship 
3. religious education would be optional 
4. state universities would enjoy academic freedom 
5. scholarship in arts and letters would be established 
6. until the adoption of a national language, English and Spanish would be used as 
languages of instruction 
7. the state would promote research and recognise rights of authors and inventors 
The 1973 constitution showed no substantive changes from the 1935 version, except in the 
area of language of instruction, which became English and Filipino. A new clause 
specified who was eligible to own educational institutions beyond the state, and study of 
the constitution itself became part of the curriculum. Free primary education had been 
provided as a constitutional right from 1935. This had been a goal since the 1850s and the 
Americans also promoted it, but full enrolment in primary education had never been 
sa Blofeld (1990) reminds us that free education still has associated costs large enough to restrict access from 
poorer families. 
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achieved. In 1935, and indeed in 1973, completion rates for primary education remained 
poor and widespread proficiency in English had not been achieved (Cortes 1993). 
One of President Marcos's first acts under martial law was to establish a new education 
policy. Decree 6-A of 29 September 1972 detailed a reform programme and established his 
authority to borrow in order to fund it. The Presidential Commission to Survey Philippine 
Education (PCSPE) had reported in 1970 and provided an agenda for reform to address the 
"challenge of modernisation" (PCSPE 1970: preface). Problems of low enrolment in the 
rural areas, poor quality, poor attendance and inconsistency of language usage were 
identified, some of which persisted into the 1990s (Callanta 1988). In secondary education, 
the private sector predominated and upheld an ethos deriving from the Spanish colonial 
era. Urban elite academic education in English or Spanish contrasted with poor quality, 
indigenous language mass education in the rural areas (Tayzon 1981). Schools catering for 
urban poor followed the rural model, but a significant number of religious foundation 
schools strove to attain elite standards. Of course, they were themselves part of the private 
sector. Those that were more successful in providing quality education became more 
popular and tended to raise their fees. At least in the urban areas, then, there was a market 
in education beyond the primary level, from elite and very expensive to the free 
government schools. Popular sentiment favoured private over public and the religious 
foundations over purely private enterprise, with cost an indicator of quality. 
Though the 1935 and 1973 constitutions recognised the state's essential role in education, 
the goals outlined do not explicitly address the relationship between education and 
economic and social development. Goal Two clearly addresses some aspects of the 
national-cultural contribution, but the social-economic sphere is only addressed via the 
demand for "vocational efficiency". The change in the language of instruction from 
English and Spanish to English and Filipino represented no new direction either, since the 
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use of Spanish had already declined. Filipino was not spoken by the majority of the 
population, so its inclusion was very much a plan for the future. Indigenous language 
education continued and was considered second rate, since knowledge of English was 
needed for entry to the secondary and tertiary levels. It was indeed not until the 1990s that 
the first two grades of primary education were required to be taught in Filipino and elite 
schools in the urban areas even then retained English. 
In the early 1970s, enrolment in primary schools was close to 100%, with gross enrolments 
often higher, indicating significant numbers of repeating students. Some schools, 
especially those in rural areas, had 'ghost' pupils enrolled, allowing the retention of extra 
teaching posts. Literacy rates were reported as above 90%, with women achieving the 
same levels as men, though functional literacy was probably closer to 75%. This was later 
confirmed by a survey (Canieso-Doronila and Acuna 1994), which found 89.9% overall 
literacy but only 78% functional literacy, using Rosario-Braid's (1994) definition of the 
terms. Elementary schools were largely state-funded, centrally co-ordinated and, at least in 
theory, evaluated for effectiveness. The elementary school cycle was six years despite a 
law of 1953 demanding the establishment of a seven-year cycle. The law was never 
implemented since the extra finance and resources were never granted. Some private 
elementary schools, however, did implement it, adding significantly to both the cost of 
private education and the difference in attainment between graduates of the private and 
public sectors (Cruz and Caldo 1975). 
At the secondary level, the situation was much more patchy. In 1970, approximately 65% 
of students entered high schools. By the end of the four-year programme, less than half of 
the entrants eventually graduated. Though low in comparison with high income countries, 
this still compared favourably with other middle income countries. Structurally, the high 
school system was more diverse than the primary sector, with about 40% of secondary 
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education in the private sector, with most private secondary schools being non-profit- 
making foundations operating under the supervision of churches or religious orders. These 
schools served higher salary earners and the whole sector had the character of an elite 
grouping. It would be wrong, however, to assume that this was not evident in primary 
education also, where there were several elite, private and heavily over-subscribed schools. 
Promotion rates from these schools into secondary education were close to 100%, whereas 
rates for government schools were much lower. This helped to reinforce the belief that 
quality education was only available in the private sector. The private elementary schools 
required applicants to take an entrance test in English, something which only a very small 
proportion of the population could even attempt (Nyuda 1995). 
At around 20% of the age group, higher education enrolments were very high compared to 
most countries, let alone compared to other lower-middle income countries (World Bank 
1990). The Philippines was unique in that around 80% of the provision was via private 
providers, and also in that a majority of students in the sector were women (Sanyal et al 
1981; Smock 1982). State-funded higher education did exist and indeed the publicly 
funded University of the Philippines was, and remains, one of the largest and most 
prestigious providers (Cooney and Pacqueo-Arreza 1995)45. Most higher education 
institutions, however, had some private interest, and most students paid for education. 
Some institutions, especially those run by religious foundations, offered scholarships and 
opportunities for students to undertake paid employment in the university to fund their 
studies. Higher education provision was, and indeed remains, very concentrated in the 
National Capital Region around Metro Manila (Sanyal et al 1981). 
45 Rosario-Braid (1994) reports 250,000 enrolled in the State Colleges and Universities (SCU) and 1.05 
million in the private sector. In 1988,1 lodgkinson reported the target for tertiary enrolment in 1992 was 2.1 
million. Actual total enrolment was clearly well below this target. 
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3.3.3. Quality 
What this overall picture of Philippine education does not show, however, is the quality of 
education received by the students. While enrolment rates were high, completion rates 
were poor. In 1969, for instance, the following enrolment and completion rates applied: 
Enrolment (% of cohort) Completion (% of cohort) 
Primary 100 56 
Secondary 65 23 
Tertiary 
Source: ILO 1974,303-305 
20 12 
Barely half of the Philippine population completed the six-year primary cycle, suggesting 
that most did not attain functional literacy (Lockheed and Longford 1989; Lockheed and 
Bloch 1990; Lockheed and Verspoor 1991). Less than a quarter of Filipinos completed 
primary and secondary education. The Philippine system, therefore, was not delivering on 
the constitutional goal of vocational efficiency. Furthermore, dropouts from the system 
could not possibly be effecting the required attitudinal changes which modernisation 
required (Cruz and Caldo 1975; Standing and Szal 1979). 
Dropout also represented wasted investment (Angara 1988). This was especially true in the 
Philippines, where many people invested large sums in education. According to Wood 
(1987), wastage was even higher than the completion figures might suggest, since many 
students repeated some years of schooling. Incomplete cycles of education add little or no 
economic advantage above that conferred by completing the previous phase and, 
furthermore, have very significantly lower rates of return than complete cycles. To reduce 
wastage, schools could be improved to increase retention through better teaching or more 
appropriate curricula. On the other hand, educational systems could be made more 
selective, so that restricted entry to post-primary education might be used to improve 
quality for the same investment. In the Philippines there was a third option, which was to 
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promote the private sector, and allow the market to determine the level to which 
individuals would fund education. It was this option which was pursued, made possible by 
the unique nature of the system, thus avoiding both the massive expenditures required to 
improve quality and the political difficulties associated with restricting access. This, I 
argue, was the origin of the dominant policy in education which was promoted during the 
debt and structural adjustment years. 
Dropout from education might be the result of a host of factors, such as poverty, high 
opportunity costs, cultural factors, inappropriate curricula, exam failure, poor teaching, 
lack of resources, overcrowding, poor health and labour demands at home (Psacharopoulos 
and Woodall 1985; Selowsky 1980; Webster 1984). But an educational culture geared 
towards an elite also encourages wastage, since the level of dropout helps to define the 
elite status of those retained (Brimer and Pauli 1971). All of the above causes of dropout 
applied to the Philippines in the 1970s and increased marketisation of the system, coupled 
with its elite status ideology, had the potential to make things worse. 
While average teacher pupil ratios in the 1970s looked reasonable at 1: 35 in primary and 
1: 30 in secondary, they ranged from 1: 10 to 1: 185 and 1: 8 to 1: 120 respectively. Other 
resources, such as textbooks and equipment, were unequally distributed, with private 
schools offering adequate resources, while poor, especially rural, public schools had very 
little (Tayzon 1981; Pineda-Ofreneo 1991). Elite schools could afford to hire highly trained 
teachers (though they often didn't), whereas most could not. Though public schools 
nominally employed only qualified graduates, the rates of pay were so poor that many 
trained teachers would rather be employed elsewhere, resulting in perennial shortfalls in 
teacher numbers. In the rural areas, a student in the upper elementary years would probably 
receive instruction in a mixture of English and a local language, whereas national 
requirements called for English alone, explaining why many students could not make the 
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transition to secondary education, which was taught in English (Manalang 1977). The 
qualifying examination for higher education was delivered exclusively in English, so 
realistically only students who had been taught in English could attempt it (loon 1990; 
Cortes 1993). Considerations of quality meant that effective literacy rates were closer to 
75% rather than the 98% often quoted, since school dropouts tend to revert to illiteracy 
(Cruz and Caldo 1975; Standing and Szal 1979). 
Quality was also an issue in higher education. Many of the mass education private colleges 
had the reputation of being little more than secondary schools46. Many students would do a 
course and then try to use the qualification for entry to a higher status institution. 
Enrolment in higher education, therefore, was probably over-stated. Many of the courses 
were described as poor quality and unrelated to employment (Dumlao 1982; Arcelo and 
Sanyal 1987; Gonzalez 1989). That higher education was in itself almost universally 
regarded as desirable, however, is clear (Comes 1993). Even in the rural areas, it was 
reputed that 86% of parents wanted to see their children achieve that goal, but only 25% of 
people could even begin to fund it. Only a fraction of these, given the need for English 
proficiency, could possibly secure a place (Manalang 1977). 
3.4 Changed goals 
The involvement of international agencies in Philippine education increased markedly 
during the Marcos martial law period (1972-1986) and continued throughout the recession 
of the 1980s and into the 1990s. The PCSPE report had identified problems with education, 
notably poor quality, inadequate funding, over-centralisation, poorly trained teachers and 
poor management. The ILO (1974) described Philippine education as over-expanded, 
given the needs of the economy. It was a system in need of reform. 
46 Discussion over the years on this point can be found in Dumlao (1982), Gonzalez (1989), Hussein and 
Psacharopoulos (1994) and Sernau (1996) 
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These findings arose at a time, however, when the global economy was suffering the 
aftermath of the first oil crisis. Many Third World countries, after a decade when economic 
growth had been modest while population growth had been explosive, had insufficient 
resources to fund public services. Such countries were faced with a dilemma. Given the 
nostrum that education was essential to promote economic modernisation and growth, 
should they provide the education people demanded and thereby contribute to increased 
indebtedness, or should they allocate what they could afford and thereby risk political 
consequences of restricting access? So common was this dilemma throughout the 1970s 
and 1980s that it gained its own label - the finance gap. 
The finance gap emerged when international funding agencies, especially the World Bank, 
were re-thinking policy towards education. Previously, funding had mainly been project or 
institution-specific, concentrating on providing physical facilities, especially in higher 
education. The new thinking, on the other hand, stemmed more from modernisation theory, 
where education was seen as a way of transforming the whole society by creating modern 
people (Payer 1982). Such assumptions relied on the provision of mass education and 
worked through the parallel mechanisms of attitudinal change and skill formation. But the 
finance gap apparently precluded the establishment of mass education systems. A poorly 
funded mass education system would result in poor quality, undermining its effectiveness 
and would therefore not achieve the desired transformation. Some politically acceptable 
means of concentrating the effort was needed. The World Bank and other agencies, 
therefore, aimed at increasing efficiency, concentrating on primary education, which would 
be available for all and at as high a quality as could be sustained (World Bank 1986c). 
Administration and planning would be enhanced via advisers and imported initiatives. At 
the secondary and tertiary levels, private funding would be encouraged to release more 
funds for improvements in the primary sector. 
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9a complete, adequate and integrated system relevant to the needs of society 
" free compulsory elementary education 
" scholarships and loans for deserving students, especially for the poor 
" non-formal and informal learning 
" civics and vocational training for disabled and unemployed youth 
" relevant curriculum, including the study of the constitution 
" values education, with goals of patriotism, nationalism, love of humanity, 
human rights, role of national heroes, citizenship, ethical and spiritual values, 
moral character, science and technology, vocational efficiency 
" optional religious education 
" reasonable supervision and regulation of public and private sectors 
" sixty per cent ownership of private sector institutions by Philippine nationals, 
with control exercised by Philippine nationals and having no more than one 
third foreign students with the same exemptions in 1973 
" recognition of local needs and planning 
" academic freedom 
" free choice of course or profession, subject to fair, reasonable and equitable 
entrance requirements 
" professional development for teachers 
" teaching in Filipino language and English, until otherwise provided by law 
" priority for science and technology and research 
" scholarships, grants-in-aid and incentives to science-based students; tax 
incentives for research grants 
" conditions to promote technology transfer 
" secure publishing and intellectual property rights (Sison 1988) 
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Here education's role in attitude and value formation is made explicit, an element often 
over-looked in stated curricular goals (Montero-Sieburth 1992). Also new was 
concentration on primary education and support for science and technology. These changes 
reflect both modernisation theory and the dominant donor agency policy which arose from 
it. It confirms that the policy formed by virtue of association with the Philippine system 
had become the dominant one and it illustrates the convergent model for education's role, 
as identified by Murray Thomas (1992), whereas the former constitutions did not. 
World Bank educational reforms had been in place since the 1970s. These were: 
> Program to Decentralise Philippine Education (PRODED) 
¢ Secondary Education Development Program (SEDP) 
> Program for Comprehensive Elementary Education (PROCEED) 
> Education Projects Implementing Task Force (EDPITAF). 
Each initiative was to address a different aspect of education - primary, secondary, teacher 
training and tertiary respectively - and outside agencies were involved from the start, 
despite internal opposition (Bernadino 1982). In addition, the World Bank funded a 
textbook project, producing 97 million books in the 1970s, changing the student-textbook 
ratio from 10: 1 to 2: 1 (World Bank 1987) and prompting Psacharopoulos to claim an 
improvement in educational achievement amongst those students exposed to the books, 
especially the poor (World Bank 1983). 
The content of these texts, however, was criticised as inappropriate, even neo-colonial 
(Canieso-Doronila 1989; Ibon 1990). Indeed, the whole educational reform process has 
been criticised as driven by financial rather than educational ends, with the 1987 
constitution goals described as unachievable, inappropriate in the Philippine context and 
driven by foreign interests (Maquiso 1988). Other nationalist authors, such as Jose (1983) 
and Montemayor (1969) had previously expressed this opinion. Indeed, in 1969, 
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Montemayor had said that the system's foreign characteristics rendered it the "greatest 
single villain in the national life" and the cause of society's ills. 
PRODED was the first World Bank education initiative to be implemented. It was 
formulated and piloted during the 1970s and eventually became part of structural 
adjustment policies in the 1980s. It sought to prioritise primary education and aimed to 
secure a more even distribution of resources throughout the country. It promoted improved 
quality and efficiency and addressed overall management capabilities. Specific goals were 
to improve achievement, decrease dropout, increase access, standardise pupil-teacher ratios 
and increase efficiency through teacher training programmes (Sutaria 1982,1990; Asia 
1984; Miguel and Ordonez 1988). There is evidence that some of these goals were attained 
(Abiog 1989). 
PROCEED was to operate within PRODED and provide the teacher training element. It 
concentrated on improving quality of classroom experience through the promotion of new 
teaching techniques and resources. Some of the PROCEED reforms dealt explicitly with 
training in attitudinal development. The 411 approach - Head, Heart, Hand and Health 
(SEARRAG 1987) - was an example, thus placing attitudinal development at the centre of 
primary education. 
SEDP followed PRODED and concentrated on secondary education. Its goals explicitly list 
attitudinal development of the individual alongside skill formation. It was to concentrate 
on the individual to avoid his becoming "a mere cog in the mechanical, economic and 
social progress of society". This required the development of every individual's potential, a 
sense of nationhood, intellectual and work skills and the values needed to use the skills 
learned (Asistin 1982: 46). On implementation, the initiative concentrated on the definition 
and resourcing of a standard secondary curriculum, followed by evaluation of instructional 
Chapter 3 99 
effectiveness via before and after attainment testing procedures49, indicating the policy's 
predominantly behaviourist assumptions (Neave 1987). Attitudinal and value elements 
were explicitly addressed via a values education programme. 
World Bank policy towards higher education aimed to establish licensing and accrediting 
bodies to ensure quality and comparability across courses to address the poor organisation 
of the sector (St John 1986). The policy's stated goal, the promotion of private funding of 
higher education, was, of course, already in place (World Bank 1986). 
A major aspect of attitudinal development is in the perception of education, itself. Unless 
people believe that education can deliver marketable skills, increased status and higher 
earning potential, thereby creating opportunities for lucrative employment and social 
mobility, then they might not seek to participate. This is an important consideration in the 
Philippines, where post-primary education usually involves private funding. Not only do 
people suffer the opportunity costs of not working while at school (Jimenez 1986), they 
also have to fund their post-primary education. Peoples' attitude toward the reforms, 
therefore, is a crucial factor in assessing whether they believe the system offers something 
useful to them. It is for this reason that the following section considers the effectiveness of 
the reforms and looks at the state of education in the Philippines at the start of the 1990s. 
The 1980s were marked by a rise in Third World indebtedness and economic stagnation. In 
the Philippines this was compounded by policy failure, economic contraction, political 
instability, internal conflict, the loss of long-established markets and rampant corruption 
(Taylor 1988; Richter 1989; Tilak 1994). These were not the best of circumstances in 
which to effect educational reform (Balisacan 1995). In addition, the 1980s saw the 
implementation of structural adjustment policies which severely limited public expenditure 
a9 Interview with Professor Ibe, University of the Philippines. Also, Professor Ibe's presentation at Education 
For All conference, University Brunei Darussalam, 1993 
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and thereby reduced the state's ability to provide quality education (Briones 1989; 
Constantino-David 1989; Balisacan 1995; Intal 1995). Some writers suggest that social 
policies such as educational reform were no more than palliatives aimed at sweetening the 
bitter pill of this economic adjustment (Hayter 1971; Jose 1983; llayter and Watson 1985; 
Broad 1988). 
World Bank education policies aimed at creating a market in education at the secondary 
and tertiary levels50. General economic hardship, however, weakened most families' ability 
to pay, with the brunt of the burden falling on non-elite urban wage earners (Arcelo and 
Sanyal 1987; Boyce 1993; Woodward 1982a). Such people were theoretically those who 
had the most to gain from education, since their futures were dependent on securing 
employment. But urban employment, especially secure jobs in the modern sector, became 
harder to find as the economy stagnated (Richter 1989; EIU 1992). The failure of the 
government's development strategy, the non-achievement of agrarian reform and the 
collapse of markets for specific cash crops, such as sugar, resulted in a massive increase in 
rural poverty (Feder 1983; Canlas et al 1988; Putzel and Cunnington 1989; Putzel 1992; 
Williamson 1993). Though primary education was nominally free, associated costs such as 
uniforms, books and equipment and, not least, opportunity costs as a result of lost labour 
were often enough to prompt rural children to drop out of school. 
At the same time, central government did not supply sufficient funds to keep the system 
running (Constantino-David 1989; Ileyneman 1989). Teachers' salaries fell, prompting 
disaffection and strikes51. Increased class sizes and double shifting, aimed at reducing 
costs, could only succeed with teacher co-operation (Beeby 1966,1986; Villacorta 1982) 
and low morale52 undermined this (ACT 1984; Dimalanta 1989). By 1990, ongoing 
S0 The private sector in primary education also increased, however (Swinterton 1991: 24) 
sl See Malaya 18/9/85 and Bulletin Today 17/9/85 
32 Good teacher morale is essential during educational reform. (Beeby 1986; 1 lawes and Stephens 1990) 
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economic crisis produced estimated shortfalls of 46,700 teachers and 9000 classrooms 
alongside inadequate funding. Some 12.9 million of the 16.6 million school-going 
population was in the poor quality public sector, suggesting that the Philippine education 
system was thus perpetuating inequality (Rosario-Braid 1994). Enrolment did increase in 
the primary sector, which was by then compulsory, but not enough to accommodate the 
population increase (Hamilton 1991). The Aquino government did claim achievements in 
widening access to education, however, as enrolments increased in both the secondary and 
tertiary sectors, despite the cost increases and general deterioration in peoples' ability to 
pay (Diokno 1989). Both completion rates and rates of return hardly changed (loon 1990; 
Hussein and Psacharopoulos 1994) and there was a general lowering of wages alongside 
increased costs of education (EIU 1992). At the secondary and tertiary levels, cuts in state 
funding, as required by IMF and World Bank policy, resulted in more students opting for 
the private sector, increasing competition for places and thus fees. Opportunities for 
employment for the unqualified, however, decreased, so demand for education increased. 
Though opportunities and wage rates in the modern sector both fell, they suffered less 
during the general downturn than those in the casual or informal sectors of the economy. 
Educational quality fell across the board, but especially in the state-funded sectors (Avalos 
and Iladdad 1981; Briones 1989; Wong 1987; George 1988; PAID 1991; Mariano 1991; 
Montes 1989). Dropout remained the same or increased (Cavanagh and Broad 1989; 
Inquirer 1990; Children 1991), while child labour rates increased, as many families took 
whatever earning possibilities that arose, even though that might mean dropping out of 
school. Against this apparent policy failure, the World Bank consistently offered a 
counterfactual argument to justify the initiatives, claiming that the situation would have 
been worse without structural adjustment and the associated expenditure cuts. The Bank 
did admit in 1987 that the reforms could have been better targeted and that the policies did 
not address fundamental imbalances (World Bank 1987a). Increased concentration on 
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primary education, in theory, would lead to a redistribution of resources benefiting the 
poor (Psacharopoulos and Woodall 1985). But poorer terms of trade, cuts in public 
expenditure, increasing population and economic stagnation meant that even resources 
allocated for primary education fell during the adjustment period (World Bank 1987a; 
llodgkinson 1988; Constantino-David 1989; Woodward 1992,1992a). 
Educational provision for and participation by the elite groups or those employed in the 
salaried modem sector was not affected to the same degree (Wurfei 1988; Broad 1991). 
They did experience increased education costs and there were instances which caused 
howls of anguish, such as the move by one prestigious institution, De La Salle University, 
to introduce a trimestral year to replace its semestral one, thereby increasing fees by halfs3 
Elite institutions in the public sector, such as the University of the Philippines, did suffer to 
some degree, but retained elite status throughout (Tiglao and Scott 1989), though teachers' 
salaries were eroded, resources cut and class sizes increased (liodgkinson 1988). Such was 
the institution's prestige, however, that this did not did not discourage applicants. During 
the structural adjustment period demand for education actually increased, especially at the 
tertiary level (MECS 1986), since opportunities outside education were fewer, with 
opportunities for secondary graduates drastically reduced (McMahon 1987a). 
Increased demand brought about a proliferation in lower level courses and a tendency for 
institutions to over-recruit to reduce unit costs, a practice which affected quality (Tiglao 
and Scott 1989). Students enrolled on these courses believed they would increase their 
chances of gaining entry to more elite institutions. Effectively this increased the costs of 
education further, since it led to qualification inflation and thereby prompted many 
students to do more than one higher education course. 
53 Interview with Josefa Francisco. 
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At the end of the 1980s, therefore, Philippine education was as stratified and centralised as 
ever. It definitely offered poorer quality and enrolled more students, but many dropped 
out, thereby wasting their investment in education. Notwithstanding the counter-factual 
argument, it would be hard to see the World Bank initiatives as a success, as the Bank 
itself admitted (World Bank 1987a). At the end of the decade Philippine education was 
still characterised by deep-seated inequality and perhaps higher degrees of credentialism 
and diploma-disease. Inequality was manifest in the relatively unscathed state of the elite 
sector. Credentialism was in evidence through the proliferation of poor quality private 
higher education institutions and courses. Diploma-disease was manifest in an increasing 
tendency for students to do more than one higher education qualification, though this might 
also be explained by the differentiation in quality at primary and secondary level. 
At the start of the 1990s, therefore, there was every possibility that people involved in the 
system would be aware of policy and reform failure via their apparent inability to progress 
through education without unacceptable levels of expenditure. Inequalities within the 
system were perhaps greater and were probably more apparent than ever. Dysfunctions 
such as credentialism and diploma-disease were evident in the increasing difficulty of 
securing employment. The existence of an employment queue was suggested by employers 
favouring graduates from particular institutions and programmes, a fact that seemed 
obvious to those in the system, but which had not been extensively researched (PMAP 
1994; Landingin 1995,1995a). At the same time, large numbers of educated Filipinos were 
migrating overseas, their qualifications and skills recognised and respected by their 
employers. To what degree did these realities undermine people's belief in education and 
their willingness to participate in it? Was this undermining belief in the value of education 
in the Philippines? And what, therefore, were the consequences in terms of education's 
potential for attitudinal change? 
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By the mid-1990s, the Philippines had completed 20 years of educational reform. Specific 
programmes in primary and secondary education, supervised by multilateral agencies, were 
by then complete. New accreditation structures for higher education courses were in place. 
The human capital thereby produced was intended to assist the Philippines to emulate the 
modernisation of other states in the region and it had been a specific goal of the reforms to 
instil "modem" attitudes and values to enhance the quality of this human capital. It was, 
therefore, a highly pertinent time to survey this planned attitudinal development in order to 
identify the extent to which the goals were being achieved, to evaluate whether the 
increased marketisation of education had engendered cynicism or disaffection, and to 
investigate the possibility that the attitudinal changes were promoting "foreign" cultural 
capital and thereby a migration mentality. The challenge was to identify the attitudinal 
change associated with experience of education and to describe the particular attitudes it 
promoted. These questions were addressed via a survey of participants in higher education, 
the results of which are described in Chapter Five. 
3.5. Attitude and value research in the Philippines 
This section reviews previous work on attitude and value formation within Philippine 
education and looks at some aspects of Filipino culture as described by a number of 
authors. It considers the findings of studies conducted over approximately twenty years, 
spanning the educational reform period. Conclusions are drawn regarding the nature and 
content of a survey designed to assess current attitudes and values prevalent within 
Philippine society and specifically those of students in higher education. 
It will be seen that the current study's concentration on attitudinal development within 
different quality levels of education contrasted with the attitudinal characteristics of a less 
educated group of specifically urban poor residents provides a different focus from 
previous research. Both Guthrie and Lynch contrasted urban and rural experiences, 
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whereas Manalang's focus was purely rural. While Guthrie examined attitudinal 
characteristics associated with different levels of education, no study examined the effects 
of exposure to different qualities of educational experience. Hofstede's work focused only 
on an educated group in a multi-national company and found specifically national or 
cultural characteristics that were later used by Canieso-Doromila and Acuna to research 
functional literacy and associated attitudinal characteristics in a rural environment. The 
Personnel Managers Association of the Philippines (PMAP) survey, meanwhile, confirmed 
that that the experience of different levels and qualities of education has significant 
consequences for employment chances, consequences which could result from different 
attitudinal development. By focusing on an urban sample with different experiences across 
different levels and types of education, the current study seeks to identify whether 
educational influences contribute to the development of particular attitudes and values, and 
whether these differ according to the quality of education received. 
In a study carried out prior to the recent reform period, Guthrie (1971) looked at 
education's modernising role in the Philippines. The study found that Philippine schools 
were not effective in promoting modernity, though it did find that those with more 
education tended to display less respect for their elders and everyone surveyed aspired to 
urban salaried employment. People generally aspired to modern values across all social 
classes, however. Differences emerged regarding assumptions as to whether these 
characteristics - such as a career, urban status, independence etc - might be attainable, with 
the lower social classes believing they would not. 
Guthrie also questioned education's capacity to provide opportunities for social mobility. 
Though people wanted to pursue education, he found that both participation in and 
completion of different educational phases were strongly linked to social and economic 
class, with college education accessed by higher social and economic groups. Middle status 
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urban residents generally had some secondary education, with some having completed it. 
Poorer rural groups, however, tended to have only some elementary education, with only a 
small percentage entering the secondary phase. People generally believed that employment 
opportunities were increasing, with educational qualifications a necessity for anyone 
wishing to access them. Poorer people - everyone except those of high economic or social 
status - assumed that their chances of progressing through education were poor and they 
often dropped out of school. The research identified a belief that there existed a group of 
"big people", including landowners and urban salaried employees, whose interests were 
served by education and who generally completed secondary education and some college 
education. 
Guthrie questioned whether attitudinal change preceded or followed economic 
development and concluded that education was a product and not a stimulus. The study 
found no evidence of rural-urban attitudinal dualism in Filipino society, and ascribed this 
to the fact that the Philippines is highly urbanised with close links between the urban and 
rural populations. Ile also rejected the idea of "backwardness", a peasant mentality 
forming a block to development, which some modernisation theorists proposed. 
Guthrie did suggest, however, that there existed a series of prevalent attitudes which might 
explain why the Philippines was less developed than its educational level suggested. These 
were a subsistence mentality, fear of failure, respect for elders and "levelling". This last 
trait was defined as not wanting to stand out from the crowd, specifically not wanting to 
appear more successful than one's peers, and was previously observed in a study of failed 
rural development programmes by Madigan (1967). The current study investigated 
whether "levelling" could be identified in current attitudes and values, and whether it might 
be linked to educational experience by contrasting attitudes of students in higher education 
with those of a group of less educated people. The former group was surveyed via a 
Chapter 3 107 
questionnaire, while individuals in the latter group were interviewed in first language. The 
results are discussed in Chapter Five. 
Manalang (1977) studied attitude and value formation in a rural elementary school. Her 
description of the school and local population concur with those of Guthrie in that in this 
rural area most people had only elementary education and for many this was incomplete. 
Most people participated in education only because of the chance of achieving a 
qualification which might allow access to the urban employment to which they aspired. 
Participation was seen as a means of accessing the next stage of education and motivation 
was primarily personal economic gain, a result that was rarely achieved. Though the school 
taught cognitive skills well, Manalang found that the values it promoted were always 
incorporated into local norms to avoid conflict, concentrating on coping with existing 
conditions rather than creating new ones. Overall, the values promoted were obedience, 
respect for elders and submission to authority. The current study investigated whether 
these values were evident among more and less educated individuals. 
Lynch (1984) surveyed adherence to modern attitudes and values associated with different 
education levels and social class. Ile found significant differences according to gender, 
with females scoring higher on autonomy, dominance and exhibitionism and urban females 
scoring lower on achievement and aggression. The major finding, however, related to a 
concept he labelled as pakikisama, which translates as smooth interpersonal relations 
(SIR). Lynch suggests that this is an important element in social and economic behaviour 
amongst Filipinos, who try to maintain pakikisama, since they perceive their security being 
maintained by inter-dependence. Lynch found that pakikisaina was more prevalent 
amongst the poor, less educated, rural, and female participants in his research. In effect, 
this is the same observation as the "levelling" cited by Guthrie. Lynch suggested that the 
less educated would be less willing to display individuality, have more limited ambition 
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and less desire to attain upward social mobility. Lynch also saw this trait as generating 
conflict within education, itself, suggesting that parents wanted schools to promote 
pakikisama, whilst teachers wanted to promote modern attitudes. Such a cultural conflict 
might explain why many in education, especially rural or poor students, found it hard to 
complete the cycle. The current study researched this last point by investigating whether 
parents' educational or socio-economic background significantly affected current higher 
education students' assessment of their own chances of achieving qualifications and thence 
social and economic advancement. 
Official standpoints on education's role in developing particular attitudinal traits make 
clear the relations between the 1970s and 1980s reforms and modernisation. The National 
Economic and Development Authority (NEDA) stated in 1986 that values education would 
inculcate love of God and country, respect for human rights, love for truth, freedom and 
democracy. Work ethics, professionalism, productivity, discipline and self-reliance would 
be emphasised to enable individuals to adapt to a modernising society. Envisaged 
outcomes were a deep sense of gratitude, loyalty and commitment to serve society. These 
are essentially the same attitudinal goals that appeared in the following year's constitution. 
Though some of them, love of God, for instance, appear to contradict the stated 
modernisation agenda to weaken the influence of religion, in the Philippine context they 
may be interpreted as evidence of sacral and secular cultures, which compete for the 
individual's loyalty (Wurfei 1988). Sacral Filipino values see religiosity, community and 
kinship most important, whereas the secular pursue materialism and individuality. Wurfel 
sees secular values, associated with the more educated, vying for ascendance in an 
essentially authoritarian society where respect for elders is of great importance. The sacral 
versus secular dichotomy provided another area of investigation for the current study. 
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The educational reforms of the 1970s and 1980s set explicit goals for values education, 
despite the fact that these were not rendered constitutional until 1987. SEARRAG (1987), 
for instance, described the 411 programme (head, Heart, Hand and Health), designed to 
impart nationalism, cultural identity, moral and spiritual values, self-actualisation and 
appreciation of social and economic issues. Further goals were recommended, such as 
knowing the Filipino value system, enhanced motivation and development of personal life 
goals. They recommended the identification of traits which might hinder development and 
called for schools to teach individuals how to rework these traits to avoid conflict with 
modem ideals. This, perhaps, was an attempt to Filipinise the reforms, which were still 
seen by many as foreign. 
Ilofstede (1980) surveyed attitudes towards work in a multinational corporation. Data from 
subsidiaries in about 40 countries suggested that there might be observable cultural 
differences in personal work values and ethics. His study only dealt with people employed 
by the company or its subsidiaries, but it does suggest what might be observable in the 
Philippines. llofstede developed four axes with which to identify values and orientations: 
" Power Difference (PD) 
" Uncertainty Avoidance (UA) 
" Masculinity (MAS) 
" Individualism (IDV) 
PD measures how distant from power an individual claims to be. High power difference is 
associated with authoritarian management, low participation by employees and fear of 
disagreeing with a superior. The Philippines proved to have the highest PD index (PDI) in 
Ilofstede's survey. Ile found PDI negatively correlated with education level and status, 
with low education and low status equating to high PD - i. e. the higher educated perceived 
less power difference. Some of this arises from social background, with lower social class 
parents stressing compliance and docility and higher social class parents stressing the need 
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for self-direction. Haigh PD is also associated with certain types of education. Where rote 
learning predominates, students are dependent on teachers and there is little questioning, 
whereas the higher educated are less rule-orientated (Ilofdstede 1980). Uncertainty 
Avoidance Index (UAI) is based upon a desire for highly structured activity, a belief that 
rules should never be broken and an unwillingness to take risks. Ile found UAI not related 
to gender, but linked to age, with older respondents more likely to avoid uncertainty. 
Higher uncertainty avoidance was also associated with faster economic growth. 
Individualism (IDV) includes the following traits: 
" value of personal time 
" independence 
" calculated or 'professional' work ethic 
" need for challenging work 
" desire for autonomy 
" willingness to take initiative 
" universalism 
The Masculinity (MAS) index relates to desire for career advancement, higher earnings 
and material possessions, the desire for training and being up-to-date. High Masculinity 
scores are associated with excelling, being decisive and 'living to work'. Ile found a 
correlation between the product of Masculinity and UAI and McClelland's need for 
achievement measure, with the Philippines emerging as characterised by weak UAI and 
high Masculinity (Hofstede 1980). 
In a study of functional literacy in the Philippines, Canieso-Doronila and Acuna (1994) 
applied Ilofstede's axes to analyse how literacy and employability interact. Quoting 
IIofstede, they describe Filipinos as having a keen awareness of status and power, a 
masculine orientation (in llofstede's terms) coupled with a collectivist orientation, and a 
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willingness to take risks. They found that UAI correlated with good working relations and 
coping with barriers to success. Positive work attitudes and job motivation also correlated 
with literacy test scores. They conclude that literacy is perceived as a means of 
empowerment, enabling people to use new technology, find work, help others, gain more 
self-confidence, earn respect and become active participants in civil society. 
They find the uneducated labelled as 'backward', with skill acquisition seen as essential for 
making a living and the unskilled effectively barred from paid employment. Alongside 
economic difficulties, the need to obtain secondary schooling is cited as a cause of rural- 
urban migration. Typically, the educational profile in a lowland farming area revealed that 
57% had completed elementary school, 9.1 % reached high school level and about 9% went 
to college. The cost of secondary schooling was seen as prohibitive and led to an over- 
supply of unskilled labour. Formal education was perceived as teaching different things 
from that which was known in the community, thus implying that it promoted values 
which were not those of the parents (Canieso-Doronila and Acuna 1994). 
In the current study, questions relating to Ilofstede's axes were included both in the survey 
of higher education students and in the interviews with those having exposure only to 
primary and secondary education. This was done not only to identify whether the current 
study confirmed both I lofstede's and Doronila's findings, but also to identify whether the 
quality of education experienced produced differences in attitudinal development. The 
study also required students to identify the types of primary and secondary schools they 
had attended. It was thus able to investigate whether the elite-mass dichotomy which exists 
in theory (Gonzalez 1989; Cooney and Paqueo-Arreza 1995) could be identified in 
students' educational histories and whether this influenced attitudinal development. 
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In a survey of new recruits (first jobbers), the Personnel Managers of the Philippines 
(PMAP 1994) consulted a sample of recruitment officers from companies in different 
economic sectors. The findings suggest the existence of a dual economy in which 
educational qualifications and institutional associations play a large role in defining entry 
to employment. New recruits are selected on academic qualifications and attitudes toward 
work, with the latter being assessed during a probationary period of six months. Positive 
work attitudes are found to increase with higher educational attainment. For professional, 
managerial and general white-collar work, proficiency in English was used as an 
employment screen, since companies deemed it essential for the work involved. For 
vocational or blue-collar workers, however, proficiency in Filipino was considered more 
important. Though usually English-speaking and with good work attitudes, college 
graduates were judged lacking in other desired traits, such as analytical and conceptual 
skills, computer literacy and technical competence. College graduates, however, were rated 
higher in areas such as maturity and ability to learn quickly, though it is noted that 
employers still find the absolute levels of competence and performance wanting, especially 
in language skills, along with creativity and adaptability, management potential, 
enthusiasm and self-confidence (PMAP 1994). Not included in the final report, but noted 
by the researchers54, was a marked tendency for recruitment for positions in certain 
companies to be strongly linked to particular educational institutions, courses and tutors. 
This often operated on a near quota system, with particular colleges supplying similar 
proportions of graduates to certain companies year after year. Details of these 'preferred 
schools', along with expected associated starting salaries, appeared as part of the discussion 
that accompanied the publication of the report (Landingin 1995,1995a). 
The survey of higher education students included questions relating to all of the traits and 
qualities identified above. It surveyed such areas as attitudes to work, whether students 
54 Interview with Arnel de Guzman, Sociology Department, UP, Diliman, August 1995. 
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believed they had any chance of working in their chosen fields and also whether they 
believed such qualities as creativity, adaptability and self-confidence had been developed 
by their education. Values deemed to promote modernisation were identified in Chapter 
Two. They demand employment orientation, reduced respect for ascribed authority, work 
ethic, looser family ties, increased individuality and a host of other traits generally 
associated with a positivist, informed and largely self-orientated Western individual. 
Research findings described in this section suggest that the Philippines is characterised by 
a diverse and highly stratified society. Rural life has been strongly associated with a 
communal identity where the need for smooth interpersonal relations often promotes a 
levelling mentality, making individuals reluctant to stand out from the group. It has been 
suggested further that the formal school curriculum is nothing less than a foreign implant, 
with little relevance within the everyday life of most people and promoting values that are 
alien to the community. 
Social stratification, qualification inflation and the potential existence of a dual economy 
suggest there might be not just one system of education in the Philippines, but many, each 
more or less attuned to the needs of different economic or social sectors. The question 
addressed by the current study is whether these different sectors exist, whether they can be 
identified and then whether they promote the development of identifiably different sets of 
attitudes and values. This could indicate whether participants within the system are aware 
of credentialism and diploma disease and whether these are perceived as prevalent within 
the Philippine system. 
3.6. Migration 
During interviews with educational administrators, teachers, politicians and representatives 
of non-governmental organisations, migration of educated Filipinos emerged as a 
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paramount concern. Attitudes towards migration are significant for this study because they 
indicate how the respondents view the role education plays in the modernisation process. 
Migration for work from the Philippines is not new. During the American colonial era, 
Filipinos formed the bulk of the predominantly unskilled workforce in Ilawaian plantations 
(CIIR 1987). During the 1950s and 1960s, a significant number of mainly professional 
migrants went to the USA, many eventually taking American citizenship (Cortes 1993). 
More recently the increase in migration from the Philippines has been staggering. By 1979, 
remittances from abroad by Filipinos were US$195 million, representing about 13% of the 
trade deficit in goods and services (Constantino and Constantino 1978; Lim 1987). In 
1989, Karnow cited remittances of $lbillion a year, 25% of export earnings, from 400,000 
overseas workers (Karnow 1989). Tenorio (1996) reports that the Philippines was 
receiving about US$3billion in official remittances in 1996, with the suggested unofficial 
figure twice that. Official remittances represent about 4% of GDP and 20% of export 
earnings. Meanwhile, GDP per capita in 1992 was below the 1983 level in real terms and 
real wages had suffered 30 years of decline (EIU 1992). Most of these later migrants were 
drawn from the more educated groups, with 36% being college graduates and 80% having 
secondary education, compared with approximately 12% and 23% respectively in the 
population as a whole (Smith 1976; CIIR 1987; Gould 1993). 
The destination of migrants has also changed. By the early 1990s, Filipinos were migrating 
elsewhere in Asia, to Japan and the newly industrialised countries, such as Taiwan, Hong 
Kong, South Korea, Singapore and elsewhere in ASEAN (Stahl 1985). Many moved to the 
Middle East, where there was and remains demand in the oil-rich economies for service 
sector labour in particular. The USA remained a destination, especially for the more highly 
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educated and members of the elite professions55, indicating that different social classes 
might migrate in different ways and for different reasons (Hauser 1985), but now Europe 
also figured as a destination. For many Filipinos, my interviewees in particular, this export 
of human capital, particularly that to the regional NICs, is most galling56. They see the 
trained and competent products of Philippine education in demand and helping to fuel 
economic growth, a process that has largely by-passed their own country. Almost every 
interviewee believed that migration was now such a dominant force in the culture of 
Philippine education that students would identify it as their preferred ambition, or see it as 
the main mechanism to obtain the rewards associated with their expected qualification 
level. They thus felt that education, itself, might be imparting attitudes which fostered 
migration, a possibility the current study sought to investigate. 
Since the late 1960s, encouragement of migration for work has been an official policy in 
the Philippines (Swinterton 1991). During the Marcos era overseas contract workers 
(OCWs) were required by law to repatriate a percentage of their declared earnings through 
prescribed banking channels. This achieved two ends. First, it increased the nation's 
foreign currency earnings and secondly, it ensured significant guaranteed earnings for the 
President and his cronies who controlled the banks in question (CIIR 1987). During the 
period of debt and adjustment, when markets for Philippine export crops declined, OCWs 
became the country's main export industry and were hailed by politicians and church 
leaders alike as national heroes for their contribution to the economy (CIIR 1987). 
Why Filipinos migrate and the mechanisms by which they do so were believed by many of 
the interviewees to hold the key to understanding some of the shortcomings of Philippine 
education. Some interviewees maintained that migration was primarily an escape from a 
ss As early as 1969, for instance, it was estimated that 4010 of practising Filipino medics were outside the Philippines, 
with most going to the US (Comes 1993: 90-109). 
56 Returning migrants may help to fuel growth in the longer term, however (Baum 1994, McDonald 1994) 
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society in which the migrant feels alienated. An inappropriate education has transmitted 
inappropriate attitudes and values, including a colonial mentality and a lack of national 
pride. The former is fuelled by the retention of English as the medium of instruction, whilst 
the latter is fuelled by a false consciousness whereby OCWs are seen as national heroes. 
Migrants are seen as cheap skilled labour, whose human capital is exported to a country 
which then benefits from the skills that Philippine education developed. 
Other commentators see migration as a safety valve for middle class discontent (Bello et al 
1984; Wurfel 1988; Denton 1993). Migration, and the government policy which promotes 
it, are means of reducing the numbers of ambitious middle class graduates who, if their 
aspirations are not met, have the potential to become a focus for political discontent (FEER 
1996). Some commentators maintain that poor quality higher education actively promotes 
migration (Clignet 1980; Adepoju 1981; Dasgupta 1981; Intal 1995). Graduates' 
expectations are raised (Parnwell 1993), but their qualifications only allow them access to 
low status and low paid jobs locally, jobs they are unwilling to take (Sabot 1982,1982a; 
Coombs 1985; Cortes 1993). By virtue of their skills in English, however, such graduates 
are able to fulfil many roles elsewhere, often at a status below their qualification level, but 
usually with earnings beyond what they could achieve in the Philippines. This might 
explain why female graduates, for instance, prefer employment as maids in Ilong Kong or 
retail staff in the Gulf than take low status, low paid salaried positions in the Philippines, 
even when these are available (PEER 1996; Snow 1983; Standing 1992). 
Theoretical mechanisms of migration can also shed some light on migrants' behaviour. The 
"gravitational model", whereby migration is heaviest to nearby destinations and lighter to 
those further afield, with the more educated generally travelling further, fits the Philippine 
scenario well. The largest single destination of Filipino migrants, for instance, is the 
Malaysian state of Sabah, which many Filipinos actually regard as part of their own 
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country (Prasai 1993). Some 80% of those migrants, however, are educated to at least 
secondary level, a proportion far higher than in the population as a whole (Stahl 1985; 
Prasai 1993). Large numbers of less skilled migrants, such as construction workers, move 
elsewhere in ASEAN. This model, however, seems to be primarily descriptive and does 
not consider the migrants' motives or the mechanisms that assist the migration. 
The Lewis model (cited in Toye 1987) provides a supply and demand mechanism for 
migration. Demand for labour in the growing urban sector attracts migrants from the 
labour-surplus rural areas, explaining rural-urban migration patterns in some societies, 
though not the Philippines, where there already exists a large pool of under-employed or 
unemployed urban labour. It may help to explain, however, in push and pull terms (Ogawa 
et al 1993), the propensity of educated Filipinos to migrate elsewhere in ASEAN. 
Destinations have skill deficits, thereby providing the pull, whilst lack of opportunity to 
achieve desired earnings levels at home provides the push. Education facilitates the move, 
since the destination country needs specific skills, not just general labour. 
The Ilarris-Todaro model (cited in Pomfret 1982; Harris and Sabot 1982) suggests that the 
stimulus to migrate comes from expected or perceived benefits at the destination, 
explaining why rural-urban migration might continue even when there is significant urban 
and even educated unemployments7. The pull factor is the possibility of obtaining a desired 
earnings level that may exist at the destination. Migrants collect information about their 
destination and evaluate the potential benefits of the move (Cadwallader 1992). 
Information from existing migrants is important in assisting the decision, suggesting that 
there might be a greater tendency to migrate amongst those with migrant relatives or 
57 It has been argued by Ogawa and Suits (1985) that the model does not fit with migration patterns in 
ASEAN countries. 
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acquaintances. This network facilitation of migration might even extend to overseas 
workers securing a position for new migrants through their own local contacts (Pryor 1975; 
Portes and Walton 1981; Griffiths 1988). 
Step-wise or chain migration (Cant 1979) suggests a series of relatively small changes. The 
migrant might first move internally and then perhaps overseas. Rejected by Perez (1985) as 
not applicable to internal migration in the Philippines, it may still have relevance in 
international migration, since the concentration of higher education in Metro Manila 
requires large numbers of students to make an initial move to pursue their studies, perhaps 
constituting the first step in the process (Chiswick 1982; Azripe 1986; Swinterton 1991; 
Zablan 1994). If applicable, this ought to be observable in the attitudes of those students 
who have already made the move. 
Adding to the push factors in migration is compulsion, both economic and political (Pryor 
1970; Peek 1981). During the 1980s, terms of trade deteriorated seriously for rural 
Filipinos and prices increased markedly, so the option of subsistence or wage-labour 
agriculture ceased to exist for many. In addition, on-going insurgency by the New People's 
Army and Muslim separatists displaced large numbers (Chapman 1987; Children 1990). 
Migration may also be the mechanism which funds education. Since education is seen as 
the prime way of securing social mobility, and since education is expensive, some families 
rely on remittances from overseas to fund the process (Upton 1982). It is possible that 
Philippine education is being offered at a cost which the local economy cannot sustain and 
is therefore driven by the higher salaries of migrants. This may produce two results, 
namely higher dropout as a result of inability to pay and more migration, stimulated by the 
need for funds for more education. In either case, migration and the education system are 
strongly related. Again, this effect ought to be observable. 
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Researching attitudes towards migration amongst participants in Philippine higher 
education is therefore an important aspect of this study. It indicates whether the national- 
political attitude formation goals are being achieved. If students express a desire to migrate 
because of an alienation from Philippine society or a desire to associate with "foreign" 
culture, then education is clearly not generating some of the values it expressly sets out to 
teach. If Filipinos migrate to achieve the employment status they desire, then the education 
system is clearly inculcating modem values of ambition and self-actualisation. If the 
motive is to attain an earnings level, but without the status suggested by the migrants' 
qualification level, this might give evidence of either credentialism or the need to fund 
more education. If higher education students do not wish to migrate, however, but feel they 
have to, this would indicate strong push factors. There is also the possibility that education 
stimulates migration by being part of a step-wise process. Migration tends to happen at key 
points in the individual's life cycle, with graduation from college being one of them 
(Schultz TP 1982; James 1985; Clarke 1986). It is possible, as many interviewees 
indicated, that Philippine education actually encourages students to migrate and equips 
them with the credentials to facilitate it (Portes and Walton 1981). Finally, by questioning 
higher education students about migrant family members, it might be possible to identify 
whether intention or willingness to migrate is linked to networked knowledge or support. It 
also would identify whether attitudes towards migration are linked to social class or 
education level. 
3.7. Conclusion 
Chapter Three has described Philippine education system, its unique characteristics and the 
reforms of the 1980s. Philippine education has always displayed a dualistic nature and this 
was perhaps stronger after the reforms. Filipinos equate higher cost in education with 
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higher quality, and the increased marketisation of education during the reform period 
accentuated stratification by cost. 
Attitudinal research within the Philippines has suggested another kind of dualism, with the 
more educated identified with modem attitudes such as individualism, ambition and 
materialism, and the less educated with respect for authority, levelling and the sense of 
shared responsibility to preserve smooth social relations. 
There are indications that the education system has credentialist characteristics, with 
qualifications often regarded as entrance requirements for higher status courses. There is 
also evidence that employers recruit graduates from specific disciplines or institutions. All 
of these points suggest that Philippine education is characterised by diploma disease, 
credentialism and an employment queue, with migration of educated Filipinos being a 
possible consequence. It may be that education, itself, encourages migration, either by 
attitudinal change or via the raising of expectations, with the role of the English language 
an important consideration. Education may therefore be draining national resources and a 
significant contributory factor to the country's poor economic performance. 
The current study examines Philippine education's contribution to attitude and value 
formation. It investigates the previously observed broad differences between the more and 
less educated and aims to identify attitudes and values associated with the more educated. 
A series of first language interviews seeks to establish whether different attitudinal 
characteristics exist amongst a less educated group. The results of these two aspects of the 
research are then contrasted. It is possible, of course, that Philippine education is so deeply 
dualistic and so clearly credentialist that both the more and less educated groups have 
doubts about whether education is able to deliver on many of its attitudinal goals. If, on the 
other hand, there is effectively no difference between the more and less educated groups, 
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and both groups appear to be equally modem in outlook, then the whole idea of whether 
education promotes attitudinal change would be in question. 
The most important modem attitude is the belief in the necessity of education, itself, and in 
its ability to confer useful skills and thereby merit and potential social mobility. The 
evidence reviewed suggests that there endures an almost unquestioning belief in the value 
of education amongst Filipinos, but this might have changed in recent years. Participants 
are surely aware of higher costs, fewer employment opportunities, educated 
unemployment, ineffective or perhaps counter-productive educational reform, dualism and 
credentialism, poor quality and the propensity of the educated to migrate. Any departure 
from the predicted belief in education, therefore, needs to be examined. 
Allocative ability is another crucial skill which modernisers require education to foster. 
Students with higher education, therefore, ought to be aware of their own status, their 
likelihood of gaining employment and the associated rewards. Equally, they ought to be 
aware of disparities within education, of the existence of elite and non-elite structures and 
of the consequences of these differences. Furthermore, a simple comparison of the 
students' choice of course with their stated ambition would indicate how deeply 
credentialist the system is. If students have good allocative skills, then they will be aware 
of the opportunities that exist. If the educated envisage employment unrelated to their 
specialisation, this might indicate an appreciation of the system's credentialist nature. If 
the more educated clearly do not demonstrate allocative skills, then the system is failing to 
promote modem attitudes and values. 
The attitudes and values expressed by the participants in the survey, of course, might arise 
from parents, social status, or ethnicity. Equally, if education does contribute to their 
formation, the type or quality of education received may also be a factor. The survey, 
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therefore, needs to check whether particular attitudes are associated with the students' 
background, or particular educational experience. 
Finally, attitudes towards migration need to be examined. Do Filipino graduates want to 
migrate because the system teaches foreign cultural capital? Do they consider migration in 
response to a lack of opportunities at home? Is the accommodation of migration linked to 
particular levels of education? And what role does the system's use of English play? Also, 
by establishing how closely respondents are associated with existing migrants, it might be 
possible to identify common mechanisms of migration. These questions are addressed via 
surveys and interviews, whose structure and content are described in Chapter Four. 
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Chapter Four 
Methodology 
4.1 Introduction 
Chapter Four relates how the questions identified in Chapters Two and Three were 
researched via an extended collaborative project using contrasting methods, including 
questionnaires, in-depth interviews and a focus group discussion. Both the direction of the 
research and the final form it took were products of a lengthy period of discussion with 
partners and informants in the Philippines following previous collaboration on the effects 
of international debt on Philippine education. Section 4.2 details some of the meetings and 
consultations that helped to define the current study. Though attitudinal goals for education 
have been identified via consideration of theory, it was their relevance to the Philippines 
in the 1990s that provided the guiding principle for the research, especially those aspects of 
attitudinal change which might promote "foreign" cultural capital and possibly encourage 
migration. It was therefore necessary to devise a study that would address specific 
characteristics of the country's educational system. 
A questionnaire was developed to examine attitudes and values held by students in higher 
education (lIE). The survey group was selected because they had successfully progressed 
through the primary and secondary sectors, and if education does inculcate particular 
attitudinal changes, then they ought to be manifest in this group. Furthermore, since they 
are directly involved with particular institutions and courses of study, they ought to be 
keenly aware of any dysfunctions of the system. The questionnaire therefore sought to 
identify the attitudinal characteristics of a sample of HE students and to establish if there 
existed any doubts concerning the role of education, perhaps questioning the assumption 
that it confers merit and provides opportunity for higher earnings and social mobility. This, 
of course, was the crucial attitudinal change anticipated by modernisation. To identify 
whether certain attitudes might be held as a result of social or economic status or of 
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particular educational experiences, the questionnaire also elicited details of family 
background, parents' education level and the respondent's own educational history. Section 
4.3 has a detailed description of the questionnaire and section 4.4 describes how the 
resulting data was analysed. 
In order to examine possible contrasts between the more and less educated, it was 
necessary to examine attitude and value characteristics of a less educated group. Whereas 
the higher education students might be expected to be literate in English and used to form 
filling, any less educated group would not be. Chapter Three identified the ongoing poor 
quality of English language acquisition of most primary and secondary level students, 
especially amongst those who had not completed the secondary cycle. By my own 
definition, a student who had completed secondary education should be part of the 
questionnaire group, not the interview group. The research instrument for the less educated 
group, therefore, could not be in English nor rely on written responses. An in-depth 
interview in Tagalog was therefore chosen as the preferred method. Details of the 
interview process are given in section 4.5. 
As a means of triangulating both the questionnaire and interview data, an in-depth 
discussion was held with a group of urban poor residents of a barrio in Quezon City. The 
rationale for including this meeting in the research design is given in section 4.6. Overall, 
therefore, the study used a mixed methods approach which aimed to combine quantitative 
data from questionnaires with qualitative data obtained from interviews and the focus 
group, thus enhancing the data's reliability and validity (Frechtling and Sharp 1997). 
4.2. The evolution of the study 
Though it had always been an implicit goal for Philippine education, attitudinal 
development only became a specified goal in the 1987 constitution. In the early 1990s 
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evaluations of the World Bank (WB) educational reforms had begun, notably Professor 
Ibe's work on curriculum and Professor Doronila's work on literacy. On purely educational 
grounds, a project to examine attitudinal development seemed pertinent (Johnson 
1977: 325). Given the highly stratified nature of the education system, it was also pertinent 
to ask whether attitudinal development was different across different quality levels, 
especially since considerations of quality had been paramount within the stated goals of the 
reforms. In the early 1990s, all students in higher education had been educated during the 
reform period, assuming it started with the publication of the Presidential Commission to 
Survey Philippine Education (PCSPE) in 1970. The challenge, therefore, was to devise a 
study, which could accomplish the desired evaluation of attitudinal development, identify 
education's specific contribution and provide contrasts across different qualities and 
quantities of educational experience. 
It was never the intention to do more than describe the attitudinal change associated with 
exposure to education, rendering the study descriptive (Ileuser and Peterson 2005; Sanders 
and McCormick 1993). No attempt was made to carry out explanatory work in order to 
establish causal relationships or to quantify particular attitudinal characteristics. The study 
did try to establish the extent to which an attitudinal trait was associated with particular 
groups or educational experience, but it was never the intention to measure this difference. 
Identifying, naming and classifying attitudinal characteristics associated with education, 
however, is a form of explanation (Benjamin 1941), especially when this description takes 
account of the specific social context (Berliner 2002; McGuire 1986) and the methods are 
matched to the research objectives (Bain 1928; Sjoberg 1951). 
Attitudinal development characteristics of education could be contrasted with previous 
studies, especially those by Guthrie (1971), Lynch (1984) and Manalang (1977), 
concentrating on the attitudinal transformations theoretically ascribed to education 
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identified in Chapter Two. To be relevant to the 1990s, however, the study had to differ 
from previous work, despite the advantages of using a well-established existing scale 
(Slavin 1984: 87). It need not use mass media participation as a subject, for instance, as 
Kahl (1968), Lerner (1958) and McClelland (1961) had done. In the 1950s and 1960s, 
when television and radio ownership or access in the Third World was rare, mass media 
participation may have been a relevant area to contrast individual attitudes. In the 
Philippines in the 1990s, where some jeepneys boasted on-board videos and full time radio 
as a minimum, this no longer seemed relevant. Surveying student attitudes to information 
technology (IT) and the emerging internet may have been a relevant alternative, but this 
was rejected. It was assumed that richer students might have IT access and poorer ones 
would not and it was not an issue that arose from consultations with Filipino partners. 
Also, mass education in the Philippines did not at the time provide IT access. 
A second area excluded from this study was the contrast between rural and urban settings. 
Though the Philippines remains a largely agrarian society, the point has been made that 
most Filipinos are closely linked to urban centres and are fully aware of urban life (Guthrie 
1971; Ogawa 1985). Where this may have been an issue in earlier decades, consultation 
with partners confirmed that in the 1990s it was socio-economic class which would 
provide the most useful attitudinal contrast, not rural or urban background. Furthermore, if 
it was education's contribution to attitudinal change that was important, any rural-urban 
difference would merely be "noise", obscuring the real focus. The study, therefore, dealt 
only with urban dwellers and focussed on Metro Manila, which is home to a third of all the 
Philippines' higher education students (Swinterton 1991). In summary, the study aimed to: 
" identify current attitudinal development and contrast this with previous studies 
" identify differences in attitudinal development between the more and less educated 
to identify the specific role of education, and 
Chapter 4 127 
" contrast attitudinal development across different educational quality levels, identify 
and assess any differences. 
My partners in the Philippines helped to define the study and to facilitate it, rendering them 
"key informants", in Frechtling and Sharp's (1997) terminology. . As stated in Chapter One, 
my involvement with the Philippines began in the early 1980s and I had contact with many 
non-governmental organisations (NGOs), academics, writers and commentators. Previous 
collaboration assisted an earlier dissertation (Spires 1991), from which the current study 
grew. Different parties, of course, had different interests. The Alliance of Concerned 
Teachers (ACT) and the trade union group Kilusang Mayo Uno (KMU) were primarily 
concerned with the role of teachers and the deterioration in their pay and conditions. 
Differences in education quality also interested them, since they indicated different 
working conditions. ACT were particularly interested in values education, specifically in 
those values perceived as "foreign" and associated with the external nature of the reforms, 
with a major concern being that teachers were being asked to create exportable labour 
(Swinterton 1991: 6). The perceived characteristic of the system, that it promoted an alien 
cultural capital which engendered migration, was expressed by many of those I consulted 
and so this was incorporated as a significant element in the research. 
Education Forum (EF), an informal grouping of educational and other professionals, 
political activists and NGO workers, had already produced curriculum documents designed 
to provide an alternative to the World Bank-inspired texts (Education Forum 1986). EF 
members were also primarily interested in the cultural capital aspect of education, though 
another area of concern for them was widening access to higher quality education. I 
consulted regularly with several members of EF throughout the research project and these 
individuals were always available for advice or clarification as the data gathering 
progressed. Since EF is an informal grouping, contact was always via individuals, whereas 
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with other NGOs, such as ACT or KMU, I met with particular officers, not necessarily the 
same person, on each visit. 
Freedom from Debt Coalition (FDC), an NGO campaigning for debt reduction and 
publicising issues relating to structural adjustment, was primarily interested in changes in 
quality and how these affected attainment across social classes. In addition, they had an 
overall interest in education's contribution to national development. Consequently, they 
were particularly interested in attitudes toward migration, since their institutional stance 
labelled this as "reverse aid" at a time when debt service was forcing cuts in public 
services, such as education (Briones 1989). On the overall nature of structural adjustment 
and its associated education policies, Sarah Graham-Brown of the British Refugee Council 
assisted. She had recently completed a book on the issue and this is referenced in the text. 
The women's group GABRIELA was primarily interested in access and whether 
educational reforms had affected women. Because this would have formed an entire 
research project in itself, this angle was not pursued beyond examining attitudinal 
difference by gender. Certainly in higher education access for women has always been 
good in the Philippines and it did not appear that the relative position of women had 
changed significantly during the reform years (Standing 1992). GABRIELA members 
remained interested in the research, however, since their organisation has a fundamental 
interest in formal education. 
Initiatives for International Dialogue (IID) and MAASAI were small NGOs working with 
people's groups, tenants' organisations and urban poor, especially in Manila. Because of 
the quality of their networks, I had used both organisations during the 1991 project (Spires 
1991), when they had assisted in making contact with educators at all levels to provide 
feedback on the effects of educational reforms at the grassroots. Dalie Garcia of IID had 
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created the organisation to undertake initiatives in non-formal education. Since her own 
collaborators were also involved with formal education, she became interested in the 
current study and was subsequently employed by me for a year to conduct the interviews, 
with IID, MAASAI, EF, ACT and GABRIELA involved in suggesting interviewees. 
Almost all the groups mentioned are nationalist and politically left of centre. 
I also looked to a number of academics and professionals for further guidance, including a 
number of individuals who had been involved with the educational reforms since their 
inception and who remained sympathetic to their aims. Some of these individuals, of 
course, were also members of NGOs, such as Dr E Villegas of the Economics Department 
of the University of the Philippines (UP), Manila, who was also active in Ibon Databank, a 
well known and respected NGO publishing and interpreting economic and social data. Dr 
Villegas and his colleague Professor Simbulan, the author of several books on Philippine 
politics, both placed the "foreign" nature of the education system as their prime concern. 
They described how many UP Manila graduates migrated for work and saw this as reverse 
aid, since the cost of education in UP was born by the state58. They were interested to 
examine if there was a link between values learned and willingness to migrate. 
Two other important contacts were Josepha Francisco and Fe Mangahas, both of Women's 
Studies Centers in Miriam and St Scholastica's Colleges respectively. Though gender was 
not an independent line of enquiry in the study, they offered invaluable context. Ms 
Francisco described teacher-related and education quality issues at first hand, especially 
those relating to reforms in De La Salle University, which had provoked opposition from 
both staff and students. Ms Mangahas, an academic, journalist and writer, had recently 
completed a study on migrant behaviour, illustrating the role of extended family networks. 
58 See also Trainer (1989) 
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She was also keen on identifying the foreign value systems at work in education, 
maintaining that these promoted a migration mentality. She was insistent that at least one 
element of the research should have the potential to examine the richness of family 
relations, and was clear that the proposed questionnaire could not do this. She, therefore, 
helped to define the eventual mixed method approach to ensure its capability of providing 
some contextualised insights into peoples' behaviour and motivation (Gay 1990; Morgan 
and Spanish 1984; Maykut and Morehouse 1994). 
Of all the people involved in the study, Professor Canieso-Doronila of UP Diliman 
Education Research Department had the most influence on its eventual direction. She was 
completing a functional literacy survey (Canieso-Doronila and Acuna 1994) and was 
conducting a study on the social profile of UP students. She was interested in comparing 
her own study against one that surveyed different educational quality levels. Her position 
on the neo-colonial nature of the World Bank texts, of course, has been identified 
(Canieso-Doronila 1989). She had met in 1993 with World Bank researcher and author, 
Marlene Lockheed, and had voiced her position on the perceived external agenda of the 
reforms. She was also concerned about dropout and educational wastage, so the eventual 
survey examined this area. She suggested that I should choose a suitable person to carry 
out the interviews, stating that as a Western male I would be inappropriate, as confirmed 
by Frechtling and Sharp (1997) and Weisberg et al (1989). I therefore arranged a meeting 
between Professor Doronila and Dalie Garcia of IID, herself a social sciences graduate 
from UP, and we were able to discuss possible approaches. Professor Doronila then offered 
me the facilities of her department for the study, thereby giving me a contact address at UP 
and helping to legitimise the project in the eyes of those I approached. She also gave me 
the status of Research Assistant in her department. 
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I had previously met with Professor M Ibe, Vice-Chancellor for Academic Affairs at UP 
Diliman, at a 1993 Education For All conference in Brunei, where she gave a paper 
evaluating the effects of the WB-sponsored secondary school curriculum reform. Though 
she found an improvement in test scores, she expressed her opposition to further 
internationally-sponsored reforms. She also described education as a stepping stone for 
migration and suggested that the structure of the system as well as its content might be 
promoting this. She confirmed that education remained a great concern for many Filipinos, 
but stated her belief that the country had been exporting its quality for years. 
Through Professor Ibe's work, I also met with three members of the Department for 
Education, Culture and Sports (DECS), specialising in policy and assessment, being Dr. N 
Imperial, Dr. C Rivera and Dr. C Villanueva. They were able to confirm that at Ministry 
level there were also concerns about the non-indigenous nature of the reforms. Dr. Imperial 
in particular, being the policy specialist, was keen to see a study on values development 
and he was helpful in identifying possible institutions which would provide the desired 
levels of contrast. Ile also assisted by allowing me to refer to his recommendation when I 
contacted the institutions in question. All three members of DECS again identified the non- 
retention of graduates in the local economy as a concern. 
Dr A de Guzman of the Sociology Department of UP Diliman shared his research findings 
on the employment of graduates, allowing me access to unpublished material. Details of 
his findings have been described earlier in Chapter Three. Ile was able to confirm, 
however, that the basic thrust of the current study, the contrast of different quality levels 
and institutions, was a valid consideration. Dr J Putzel of the London School of Economics 
also assisted during the entirety of the project. A writer on the Philippines, specialising at 
the time on agrarian reform, he was able to share insights and parallels with education, 
especially in relation to the role of elites. 
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Dr M Diokno of Development Studies, UP Diliman had also collaborated in my 1992 
study and I met with her several times regarding the current project. Zier main interest was 
in education's contribution to economic change, in particular the marked contrast between 
the Philippines and its ASEAN partners. The Diokno family has a significant presence in 
Philippine politics, with her father having been a prominent and, in his later years, an anti- 
Marcos senator. Through my wife's work in the 1980s, I had also come to know Horatio 
Morales, who had spent several years in prison under Martial Law and later became 
Minister for Agrarian Reform. Importantly, however, he had also been a civil servant 
involved in the production of the PCSPE in 1970 and was able to offer insight into how the 
education reform process became an externally-funded World Bank initiative. Two other 
prominent Martial Law detainees also offered insights. Ed de la Torre, who went on to 
found the Institute for Popular Democracy and later Partido ng Bayan, offered pertinent 
insights into Philippine politics, especially its elite nature. Jose Maria Sison, Chairman of 
the Communist Party of the Philippines was also consulted. Such contacts provided 
invaluable political and social context. 
In De La Salle University (DLS) I met with Dr T Tullao, an economist interested in the 
organisational reforms of World Bank policies. Ile identified pre-schooling and private 
elementary schooling for elite students as of crucial importance, prompting the inclusion of 
a request for my respondents to identify their educational history. This led to significant 
findings, confirming Dr Tullao's belief that the language training received by elite 
elementary school students was an important factor in predicting attainment. Ile also 
helped to identify other issues related to quality. 
Meetings and conversations with the above contacts generated a number of issues, being: 
" the reform programme of the WB and IMF were seen as driven by foreign values 
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" the attitudes inculcated by education were encouraging a migration mentality 
" the HE system - indeed the system as a whole - was stratified by quality 
" students were aware of the status differentials and of the consequent earning 
differences 
" quality throughout the system had declined during the adjustment years, with different 
status levels being affected differently 
" research on attitudinal development was a priority 
" there was a need to tailor the research to address specific attitudinal issues relevant to 
the Philippines in the 1990s. 
Throughout, I was able to discuss the attitudinal characteristics attributed to education with 
my contacts who advised on how these general predictions might be manifest in the 
Philippines and how to phrase relevant questions to research their existence. 
Institutions which might provide suitable contrasts in quality59 were also identified. Since 
many of those who advised on the study were educational administrators or professionals, 
they were able to provide contacts, which significantly assisted my ability to negotiate 
participation. My partners suggested that three quality levels in Philippine higher education 
could be identified. All agreed that it was easy to identify a small number of elite, but 
large, colleges which together formed an educational "sector", comprising both state and 
private institutions. 
The only state-funded elite college, University of the Philippines (UP), is also one of the 
country's largest higher education institutions and has multiple campuses. De La Salle 
(DLS), Ateneo and San Tomas Universities are examples of privately funded elite colleges, 
all of which, like most of the sector, are operated by religious orders. Since I had already 
59 Recognition of identifiable status levels across higher education institutions in the Philippines exists 
elsewhere (Cooney and Pacqueo-Arreza 1995). 
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dealt extensively with contacts in UP and DLS, these two colleges were natural choices to 
represent the elite sector. Founded in 1908, UP is the premier state university and offers 
courses across a range of academic and vocational disciplines and has its main site in 
Diliman, Quezon City, Metro Manila. Its own admissions test is the most widely-taken 
entrance test in the country, indicating that UP would be the first choice for most students. 
Its alumni include many of the country's leading figures in all sectors, among them several 
former Philippine presidents. DLS was established in 1911 and now boasts the highest 
academic accreditation in the country. Situated in central Manila, it offers courses in 
business, economics, computing, education, engineering, liberal arts and science. The 
university lists many top national business leaders, politicians and senior religious figures 
amongst its graduates. DLS also maintains its own nursery, primary and secondary 
schools, all charging high fees, in different areas of Metro Manila. 
Another identifiable sector contrasted with the elite group. It comprised several privately 
funded higher education institutions based in Metro Manila, which charged relatively low 
fees and aimed to attract large numbers of students onto a limited range of courses. 
Professor Doronila identified two colleges in particular, in fact two of the largest, which 
she believed would provide a suitable contrast with the elite colleges. These were 
University of the East (UOE) and Far Eastern University (FEU). Both of these colleges had 
responded to the reforms of the 1970s and 1980s by strengthening the market 
characteristics of their course offer and expanding rapidly in those areas where demand for 
courses was perceived as the greatest. In order to retain competitiveness, they had also 
reduced fees and, it was widely believed, lowered standards and reduced quality to retain 
recruitment (Tiglao and Scott 1989; Fairclough 1994; McDonald 1994). UOE was founded 
in 1946 to train accountants. It expanded to offer business, law, medicine, engineering and 
education courses, having 60,000 students by 1960 and 65,000 in the mid 1970s. It was a 
privately funded venture from its inception. FEU, another privately funded college, was 
Chapter 4 135 
founded in 1928, and also pioneered accountancy training, though it came to offer 
architecture, fine arts, arts and science, commerce, engineering, nursing, law and medicine. 
It had 50,000 students by the 1950s. Its mission is to be the leading private, non-sectarian 
institute of higher learning in the country, achieving the highest intellectual, moral and 
cultural standards in its principled and competent graduates. It was reorganised after 1989, 
phasing out engineering and computing courses to reduce costs. 
Between the elite and mass education sectors, my Philippine partners identified a medium 
quality sector, comprising a small number of state-funded universities and a large number 
of privately funded institutions, which, like the elite sector, were mainly operated by 
religious organisations. Most of these had been established with a mission to educate 
poorer students, but had later recruited more elite students, according to the mechanisms 
described in Chapter Three. Without the traditions of the elite colleges, however, these 
mid-price, mid-quality colleges continued to attract students who were unable to secure a 
place in the elite sector, either because of the expense or the attainment levels required. 
Also, most of this mid-quality sector concentrated on more vocationally-orientated courses 
than the elite sector. The survey focused on three colleges in this sector, one private 
Catholic university, Adamson, one privately funded institution, Technology Institute of the 
Philippines (TIP) and one state-funded college, Polytechnic University of the Philippines 
(PUP). It was to be borne in mind that even the state-funded colleges also charged fees and 
the quality levels identified for the purposes of the survey, elite, mid-range and mass 
education providers, could also be classified on the basis of cost. 
Adamson was founded in 1932, its Catholic identity manifest in a mission to promote 
culture and develop the whole human being. Its initial focus was on science and chemical 
technology, but it has since expanded into law, arts and sciences, pharmacy, nursing, 
education and business. It also operates its own primary and secondary schools. PUP is a 
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public, non-sectarian, non-profit college, focusing on applied arts and sciences, commerce, 
information technology and business administration, and operates on several campuses in 
Metro Manila. It has 50,000 students and was founded in 1904 as the Manila Business 
School to train officers for government service, taking university status in 1978. Many of 
its students are from poorer backgrounds and are supported by grants. TIP was founded in 
1962. It aims at mass participation, promoting competence, knowledge and Filipino values, 
industry-desired values and global citizen values. It now offers courses in engineering, 
architecture, business, education, information technology and maritime studies. 
Institutions and individuals who assisted with the eventual questionnaire delivery are listed 
in Table 4.1. To simplify the logistics of the data gathering, most of which had to be 
undertaken during two short visits to the Philippines, I focused on particular faculties in 
each institution, trying to obtain a contrast of study areas both across all colleges and 
within the quality levels. The eventual mix, which had to be highly pragmatic, contrasted 
engineers and political scientists at the elite level and engineers, computer scientists and 
business students in the mid-priced institutions. Most of those from the lower status 
colleges were either business or education students, which reflected the overall character of 
those colleges. The sample was not randomly selected and was therefore non-experi mental, 
thereby rendering the study descriptive60. The formative interviews with practitioners, 
however, had created a significant level of familiarity with the subjects of the research, so 
that the eventual sample could be better described as "purposive", thereby justifying its 
non-probabilistic nature 61 (Maykut and Morehouse 1994: 117). Also, since qualitative 
methods were used to clarify the content of the study, this purposive sample could 
potentially provide generalisable results62. 
60 As described at http"//socialresearchmethods. net/tutoria1/Colosi/colosi2. htm on 21/7/2005. 
61 As described at http"//faculty. ncwc. edu/toconnor/308/3081ect01. htm on 21/7/2005. 
62 As described at http: //faculty. ncwc. edii/toconnor/308/308lect01. htm on 217/2005. 
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Table 4.1. Institutions and contacts participating in the questionnaire survey. 
Institution Contact Position 
De La Salle University (DLS) Dr Belina Dean of Engineering 
University of the Philippines (UP) Dr T. Rivera Political Science Faculty 
Adamson University (ADM) Sister Cabel Dean of Administration 
Dr Oreta Dean of Engineering 
Dr Co Dean of Business 
Technology Institute, Philippines Dr Soliven Dean of Business 
(TIP) Dr Zambrano Business Faculty 
Polytechnic University, Philippines Dr Cayanan Vice-Principal for Academic 
(PUP) Affairs 
Far Eastern University (FEU) Dr Browner Dean of Education 
Dr Capili Business Studies Faculty 
University of the East (UOE) Dr San Mateo Dean of Education 
The Adamson staff members described their students as largely lower middle class, with 
many on religious foundation scholarships. Dean Co explained how different universities 
and even faculties recruited from different entrance test score bands and claimed that the 
students were keenly aware of institutional status. Sister Cabel identified how secondary 
school classrooms were often segregated by ability level, with different groups of students 
eliciting different kinds of teacher response. All Adamson staff identified failure and 
migration of graduates as areas of concern. Dean San Mateo of University of the East 
(UOE) identified her students as a different social class from those of De La Salle, where 
both Dr Tullao and Dr Belina were clear that DIS dealt only with elite students. This 
rendered DIS a particularly difficult institution at which to obtain access. In fact, I 
managed only one data gathering visit since, on the second occasion a year later, the 
absence of Dean Belina on long-term sick leave meant that I would have to restart the 
application for access. 
These contacts with academics, writers, teachers and NGO representatives were conducted 
over a period of almost two years and began as an integral part of the previous work on 
educational quality (Spires 1991). They were not intended to form part of the data for the 
current study, for which they were formative. They were not taped, but notes were taken 
and stored in a journal which was kept throughout the research process, as recommended 
by Maykut and Morehouse (1994). 
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4.3. Questionnaire design, piloting and delivery 
Throughout the consultation process, discussions about attitudinal change helped to 
identify elements to be included in the questionnaire. This was based on previous research, 
Goldstein and Goldstein's (1981) recommended migration questionnaire, modernisation's 
attitudinal goals, and specifics of the Philippine system. Professor Doronila and several 
others commented on the questionnaire before it was piloted, after it was piloted alongside 
the preliminary results and also after the data gathering had been completed, thus 
establishing both the face and content validity of the instrument and ensuring an 
appropriate use of language63. 
The literature survey in Chapter Two identified attitudinal traits and changes ascribed to 
exposure to formal education. A compendium of these claims for education can be found 
in Appendix 7. Paramount amongst these, and, according to theory, without which the 
entire contribution of education to personal, national and economic development would be 
undermined, is the necessity that a firm belief in, and commitment to education is adopted. 
Other attitudinal changes ascribed to education are belief that it can: 
" confer merit and eventually equality by increasing opportunity for all 
" develop patriotism or national consciousness 
" promote individuality, self-sufficiency, decision making and reasoning skills 
" promote pluralism and understanding of others 
" develop an assumption that the universe is a rational place, where science and 
technology can be used to modify or transform natural phenomena 
" weaken family ties and reduce the role of religion and fatalism in people's lives 
" promote self-discipline, a work ethic and a recognition of status conferred by merit 
63 See httn"//home comcast. net-icek. aizen/att. assess. ndf accessed 20/07/05 
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The questionnaire aimed to identify whether a selected group of higher education students 
did, indeed, hold these beliefs. If, however, students within the system were found to be: 
" cynical about the role of education in general or in the specific areas above 
" on courses where their prime interest was achieving a final qualification that they 
would use for entry into a different field 
" resentful of learning in a foreign language or 
" seeking to upgrade previously obtained qualifications 
then one might conclude that some of the criticisms of education's role might apply. 
Some 84 attitudinal statements or "questions" were devised, written as 42 pairs. Each pair 
addressed a particular attitudinal point, one from a positive and one from a negative 
standpoint. This was done to reduce the effects of acquiescenceTM, with questions in each 
pair separated by random amounts, since the relative position of questions can affect 
responses65. A five point Likert scale was used with responses being Agree strongly, 
Agree, Don't know, Disagree, Disagree strongly (Likert 1931; Ilenerson et al 1997; Gay 
1990), thus allowing the resulting ordinal data to be analysed as interval type66. The survey 
aimed to identify the attitudes and values actually held by the respondents, so initially no 
attempt was made to concentrate analysis on those questions that differentiated between 
responses, despite Ilenerson et al's (1987: 86) advice. Besides providing agree-disagree 
data for each single statement, the prompts were written so that most of the concepts were 
presented more than once. For instance, students' attitudes toward migration for work were 
examined in four questions. Since test-retest reliability was not possible, it was hoped that 
this aspect of the questionnaire would provide some indicator of its reliability, since 
different styles of wording could be validly used to research similar attitudes across 
different questions (Shaeffer et al 2005). 
64 The tendency for questionnaire respondents to agree with any statement. 
65 See http: //home. comcast. net-icek. aizen/att. assess. ndf accessed 20/07/05 
66 As described at http: //faculty. ncwc. edu/toconnor/308/308]ectOl. htm on 21/7/2005. 
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It is acknowledged that the attitude measurement methods outlined above have serious 
flaws. But it remains a method which is widely used and, despite its limitations, provided 
the best available and feasible means of conducting the study, as the following 
considerations demonstrate. Whilst attitudes, themselves, cannot be measured in any 
absolute sense, they may be compared, especially between groups, as this study attempts to 
do. Combining Likert-type responses to attitude questions assumes that the questions 
measure the same thing and that the scores, themselves, are comparable. This concept is in 
fact explicitly stated in Thurstone's (1928: 53 1) seminal work on the subject where he 
describes attitudes as "the sum total of inclinations and feelings, prejudice or bias, pre- 
conceived notions, ideas, fears, threats and convictions about any specific topic", with 
opinion being a verbal expression of attitude. Searching for inter-correlations through 
factor analysis, however, has the potential to group together completely unrelated 
questions, whose combined "meaning" bears no relation to any single "attitude". 
Psychologists justify this by claiming the existence of underlying, latent meaning awaiting 
identification, with summation of scores defining groups for further study. Indeed, the 
investigation of correlations in data which are clearly categorical is not even a valid 
statistical operation (Reid 2006; Gardner 1995,1996), whilst combined response scales 
actually mask important detail associated with particular questions (Osborne et al 2003). 
The current study, however, used various techniques in an attempt to minimise the effects 
of these inherent flaws in the method. Before the attitudinal questions were drafted, the 
opinions of informants who knew the target population well were sought, thereby 
enhancing the validity of the exercise. After identifying attitudinal areas to be covered 
from theory, questions specific to the relevant concepts were drafted for the purpose. 
Several questions on each attitudinal characteristic were included for purposes of cross 
checking. Questions on the same area were worded from different standpoints to reduce 
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acquiescence (Reid 2006). Axes, or scales, representing the identified attitudinal traits were 
created a priori, based on both the question wording and the attitudinal characteristic. 
Factor analysis was conducted only after analysis of the a priori axes had been completed 
and, indeed, only after groupings identified via the initial analysis had themselves been 
investigated. In the event, as is demonstrated in Chapter Five, the factor analysis 
effectively reproduced most of the original axes. In some cases, factor analysis split the 
original axes into several factors, thereby identifying a particular word or item in the 
question as having provided significantly different results from others in the same axis. In 
addition, each question was analysed separately because it was the prime intention of the 
survey to identify and describe actual attitudes held by the target group and not to contrast 
sub-groups to trawl for statistically significant results (McGuire 1986). Furthermore, all 
significance tests were performed using the Spearmen-rho technique, which is preferable to 
Pearson for categorical data, though the difference in results generated by the two methods 
were minimal. 
In order to clarify which attitudes and values were developed by formal education, it was 
necessary to identify whether the observed characteristics might originate as a result of 
some other factor such as social class, gender or type of educational experience. The 
survey therefore collected data on other aspects of each respondent. The list below shows 
the questionnaire's different sections. 
A. Personal details - age, status, geographical origin 
B. Family background 
C. Education history 
D. Employment history 
E. Future plans and overseas migration 
F. Attitude questions 
G. Educational experience 
II. Further comments 
A copy of the questionnaire is in Appendix 1. Respondents were not asked to specify their 
social class, since it was assumed that this might provide inaccurate results. Instead, social 
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class was inferred by combining classifications of fathers' and mothers' education and 
employment. 
The questionnaire was piloted in three institutions, De La Salle (DLS), University of the 
East (UOE) and Adamson University (ADM), in line with methodological advice from 
Dixon and Leach (1984: 6), with some 22 students taking part, all being volunteers. 
Participants were invited by Deans at Adamson and UOE and by Student Welfare at DIS. 
At Adamson the pilot took place in a classroom, at UOE in a Dean's office and at DLS in 
the Student Welfare waiting room. All students took about 40 minutes to complete the 
questionnaire, with the most time-consuming sections being those asking details of 
previous schools and overseas workers in the family. Participants were always assured of 
the confidentiality of their responses, as recommended by Wilkinson and Birmingham 
(2003), with no question in the survey requiring identification data. The cover sheet, as can 
be seen in Appendix 1, carried a full and clear statement of the goals of the project, my 
name and contact address in UP Education Department, giving the exercise status. All 
involved with the pilot completed the task with apparent dedication and interest, 
confirming Couper's (1997) assertion, with several of those involved staying after 
completing the questionnaire to discuss their responses67. Students at UOE, all female and 
all education students, were initially noticeably more reluctant to ask questions, preferring 
to ask one another for clarification. This may have been because of the presence of a 
middle-aged foreign male researcher or because their Dean, Dr San Mateo, also attended. 
After minimal prompting, however, these students became as actively interested as those in 
DLS and Adamson, confirming that my own involvement might also be a factor in 
providing motivation to complete the task (Wilkinson and Birmingham 2003). In all three 
pilot locations, I kept a record of seating arrangements, questions raised and general 
67 For Eiser and van der Plight (1988) this would indicate that the respondents had considered their responses 
carefully and in relation to how they would act. 
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conditions to identify if these might have influenced responses (Maykut and Morehouse 
1994), which apparently they did not. 
The pilot results were assembled immediately and discussed with several Filipino 
educational practitioners and other interested parties68. All commented on the fullness and 
accuracy of the responses and expressed their surprise at the way the questions on 
migration had been answered. No consensus emerged as to which of the attitude questions 
might be dropped from the final design. As a result, and after further consultation with 
Professor Doronila, it was decided to retain all of them, despite the questionnaire taking 
longer to complete than the recommended 30 minutes (Wilkinson and Birmingham 2003). 
In Dixon and Leach's (1984: 9) terms, the eventual study aimed for an "interpenetrating 
sample", a large sample which could be assembled from a series of smaller ones. This was 
a pragmatic decision borne of limited resources and time and a desire to supervise the 
questionnaire delivery personally as far as possible, despite consequent threats to external 
validity (Slavin 1984). The aim, however, was to facilitate analysis of whether education 
quality level differentiated responses and whether institution-specific value systems 
applied, representing, in Berger and Luckman's (1984) analysis, the different institutional 
ethics taught by the different colleges. It has been argued that access to different levels of 
education in the Philippines has been and remains a major indicator and indeed 
determinant of social class. The current survey sought to identify whether these different 
layers provided educational experiences and identities which were sufficiently diverse to 
generate measurably different student attitudes. Cause and effect are difficult to separate, 
however, since the survey may be measuring only the class differences inherent in the 
colleges' different intakes, or even an effect of "academic ability", representing a possible 
68 Amongst others, the survey and pilot results were discussed with Dr the and Prof. Doronila in UP, Sister 
Cabel and Deans Oreta and Co in Adamson University, Dean Belina and Dr Tullao in De La Salle, and Dean 
San Mateo in UOE. 
Chapter 4 144 
threat to the internal validity of the exercise (Slavin 1984). The questionnaire was designed 
to elicit sufficient data to allow social class, parental education level and the students' own 
educational history to be identified. By contrasting attitudinal characteristics across these 
data it was hoped that the current study could identify an educational quality effect on 
attitudinal development, with continued involvement of the key informants throughout the 
process helping to ensure the validity of the process and instrument. 
If the original design had worked, the average score across all attitude questions would 
have been 3, indicating a neutral position overall, since each pair of questions would have 
produced counterbalancing responses. After the pilot study and follow-up discussions, it 
became clear that some questions were not in fact read as direct opposites and that it was 
perfectly possible for an individual to provide answers which had originally been 
conceived as contradictory. Questions 1 and 75, for example, were originally conceived as 
opposites. These are: 
1. All teaching in Philippine schools should be in Filipino. 
75. There is not enough time spent on learning English. 
One might assume that a person who was in favour of Filipino being used throughout the 
system should not agree with the second proposition. The position is not this clear, 
however, since the first question relates to how the respondent thinks the system ought to 
operate, whereas the second relates to the system as it is. It is acceptable to believe that 
Filipino should be used as the medium of instruction and at the same time to recognise 
that, pragmatically, one needs more English. Conversely, if one opposes the use of Filipino 
as the medium of instruction, there is no necessity that one also wants more time studying 
English. The only way to be sure that such potentially opposite questions were read as such 
was to use very similar wording across the two. This would have lead to a tedious 
questionnaire, so after discussion it was decided to retain the questions as they were 
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written and analyse the data accordingly. The data generated was thereby rendered richer, 
but its analysis more difficult. 
A number of questions were changed to clarify what was being requested. These changes 
were almost exclusively replacing particular "British" words with Americanisms. An 
instruction to "tick" a box, for instance, became one to "check" it. A serious error of this 
type went unnoticed and unchanged, however, perhaps because in the pilots there was 
opportunity to clarify whilst during the administration sessions there was not and this 
clarification had not been properly acknowledged. One aspect of the research was to 
examine the relationship between perceived educational quality and effectiveness and class 
size. The research by Avalos and Haddad (1981) is often quoted in World Bank education 
policy documents, suggesting that once class sizes have reached 25, no quality change 
occurs when class sizes are increased as far as 40 students. The current study sought to 
identify if there was evidence for this in stated perceptions of educational quality. Two 
questions were included to elicit class sizes, being: 
C6. As far as you can remember, how many pupils were there in your graduating 
class in elementary school? 
and 
C8. As far as you can remember, how many pupils were there in your graduating 
class in high school? 
The word "graduating" was included after the pilot so that respondents gave figures that 
would be comparable. It was the word "class", however, that caused the problem. This 
should have been changed to "section". In the US system, "class" usually refers to the year, 
not the teaching group, so a school with a "class" of 100, for instance, might have two 
teaching groups or "sections" of 50, while another might have five sections of twenty. The 
questions, therefore, were confusing, were inconsistently answered and generated useless 
data which was rejected. 
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Discussions on refinement of the questionnaire proceeded for some weeks after the pilot 
study. Once finalised, it was mailed to Manila, where Dalie Garcia arranged for 500 copies 
to be printed. Appointments were made with the various colleges and departments, with 
the participating colleges actually deciding which year groups would be asked to 
contribute. The data gathering sessions were almost all conducted in one week during 
1995, with most sessions supervised by myself alone or accompanied by a faculty member 
or Dean. Adamson University questionnaires were administered largely by Dean Oreta and 
some sessions at PUP and TIP were handled by Dalie Garcia. Some of the University of 
the East sessions were supervised by the students' own teachers and Dean San Mateo. 
Some fifty or so questionnaires could not be delivered at the arranged time, and these were 
later collected by Dalie Garcia and mailed to me. 
All of the questionnaire delivery sessions took place in the students' timetabled teaching 
rooms. These varied from a well-equipped classroom with adequate space and desks (UP) 
to a room with noisy construction work on one side and 500 kindergarten students on the 
other (FEU). Some 480 questionnaires were completed, with all institutions except DLS69 
willing to arrange the delivery of more, if needed. The sample size was, however, already 
beyond the recommended 30070. Overall, participants took the activity seriously and 
provided full and detailed responses. 
4.4. Analysis of responses 
The attitudinal statements which formed Section F of the questionnaire provided the core 
data of the research. Other sections supplied context, allowing analysis of associations 
between attitudinal traits and other factors such as college type, social class, gender, 
69 See earlier for details of Dean Belina's illness which prevented this. 
70 See http"//sussex ac uk/Users/andyf/teachinr[rtn2/factor2.12df 
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educational history or familiarity with migration. Data from these sections were 
summarised and correlations with the attitudinal data examined. Coded questionnaire 
responses were stored in a Microsoft Access database designed for the purpose and some 
arithmetic manipulation of the data was undertaken using Microsoft Excel. SPSS version 
7.5.1. was used to perform statistical summaries and operations. 
To identify the attitudinal characteristics of the respondents, answers to the Section F 
questions were coded from 1 (strong agreement) to 5 (strong disagreement). Questions 
were categorised as "agree" or "disagree" to identify overall attitudinal characteristics of 
the survey group. An "agree" question was defined as having more than 50% of agree 
responses, with the agree responses more than twice the disagree. The "disagree" questions 
had the opposite sense and all others were considered "split" questions. 
As a tool for analysing more general attitudinal characteristics, groups of questions were 
combined a priori to form 36 "axes" relating to particular attitudinal traits identified in 
Chapter Two. Some 64 of the 84 questions were used once only in the analysis matrix, 15 
were used twice and one question was used three times. Four questions were not used at all 
and details of these with the reasoning for their exclusion can be found in Appendix 3. The 
inclusion of particular questions in the axes was part of the original design, where 
questions were drafted to identify particular attitudinal characteristics, such as social 
mobility, migration and fertility. The four excluded questions simply did not fit into these 
broader characteristics, whilst in themselves they examined areas of interest. 
Sets of responses from different identifiable sub-groups of the sample were then examined 
alongside these axes, which were of two types, labelled social (SOC) and educational 
(EDU), with question wording determining in which type data should be included. An axis 
of the first type included questions relating to the existence or desirability of the concept in 
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question to society in general71. The second type indicated whether respondents felt the 
concept was promoted by or present in the education process. Some axes had both society- 
wide and educational relevance (SOC/EDU) and in the definitions below, the society-wide 
interpretation is given first, with the specifically educational interpretation following the 
semi-colon. Individualism appears twice, because of the way Ilofstede defines the term. 
The individualism axis listed first is purely about one's perceived power over one's own 
future and whether education develops this. tiofstede's term, the second individualism axis, 
includes ideas relating to the possibility of achieving greater influence and the use of 
personal time. 
Axes of analysis used were: 
" Material/career advancement (EDU) - the capacity of education to deliver material or 
career advancement 
" Personal development (education for its own sake) (EDU) - the perception of education 
as personal development 
" Functional effectiveness (promotes changed ways of thinking, attitudes and values or 
skills conducive to development) (SOC/EDU) - whether or not modem attitudes are 
seen as desirable for society as a whole; and whether the education process promotes 
the development of these attitudes 
" Social mobility and greater equality, merit (SOC/EDU) - whether social mobility is 
possible and whether merit plays a part; whether education confers merit and promotes 
social mobility 
" Individualism (SOC/EDU) - perceived power over one's own future; whether education 
promotes this quality 
71 According to Anderson (1993), the fact that personal attitudes develop as a result of their desirability in 
wider society indicates their generation via rational thought, 
itself a modernisation goal. 
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" Nationalism, national identity, national pride (EDU) - whether education promotes 
national identity 
" Screening and credentialism (SOC/EDU) - whether qualification inflation operates 
society-wide; whether qualifications merely identify employable people 
" Lower fertility (SOC) - desirability of lower birth rate and having families later in life 
" Pluralism (SOC/EDU) - whether society benefits from pluralist outlook; whether 
education teaches how to cope with different ideas 
" Modernity (SOC/EDU) - desirability of modernisation; whether education promotes 
rural modernisation 
" Power difference - distance from power, permanence of power structures, 
unwillingness to question authority (SOC/EDU) - Hofstede's axis assessing perception 
of power and class differences; whether education relies on knowing your place 
" Uncertainty avoidance - anxiety, future orientation, stress, resistance to change jobs, 
loyalty, larger organisations, low mobility, hierarchies (SOC/EDU) -Ilofstede's index 
assessing respect for rules and authority and unwillingness to take risks; whether 
education reduces conflict 
" Individualism - personal time, independence, small companies preferred, calculative 
involvement, freedom, universalism, own ends (SOC) - Ilofstede's index, interpreting 
individuality more widely in terms of associated ideas as shown 
" Masculinity - excelling, decisiveness, living to work, possessions, materialism 
(SOC/EDU) - Flofstede's index indicating materialsm and status; whether education 
promotes ideas of materialism and status 
" Relevance - (SOC/EDU) - whether human capital is central to national development; 
whether education is considered useful in developing it 
" Standards & Quality (EDU) - whether educational standards are perceived as higher 
than in the past 
Chapter 4 150 
" Rote learning (EDU) - whether the education experience relies on rote learning or non- 
traditional methods 
" Free trade orientation (SOC) - willingness to tolerate involvement of foreign interests 
in the national economy 
" Migration (SOC/EDU) - wanting to stay at home for work; whether education helps 
people find work overseas 
" Language in Filipino (EDU) - language preference, agreement indicating preference for 
Filipino over English 
0 Opportunity (SOC) - perceived employment possibilities, agreement indicating many 
opportunities 
" Education as investment (SOC/EDU) - whether education is perceived as an 
investment for the nation as a whole; whether or not paying for education will benefit 
the individual 
" Fatalism (SOC) - reliance on luck 
" Wide access (SOC) - whether access to education should be wide or narrow agreement 
indicating wide access 
Correlations between these axes and social class, college type and gender could be 
examined. 
The attitudinal data were also subjected to factor analysis, based on Principal Component 
Analysis with Varimax rotation. Before this was attempted, however, checks were made on 
reliability measures for the data. A Cronbach alpha statistic was computed for the data set 
as a whole, which reported 0.8058 on the 84 items. The split-half statistic overall was in 
excess of 0.72, above the 0.7 level recommended by I lenerson et al (1987). Inter- 
correlations were examined and five reductions were carried out on the basis of removal of 
items with inter-correlations less than 0.2 and removal of further items where the alpha 
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statistic would be increased72. Eventually, some 44 items of the original 84 were removed 
and the eventual Cronbach alpha for the remaining 40 items was 0.8085. It is 
recommended that this figure should be at least 0.8 for a scale to be considered reliable73. 
After reduction, factor analysis identified 34 factors, accounting for 93.8% of the variance, 
with a Kaiser-Meier-Olkin (KMO) statistic of 0.753 and a significant Bartlett test of 
sphericity (chi square = 3028). Both statistics indicated that factor analysis could be 
attempted with the data74. Attempts were made to reduce the number of factors, but, as 
confirmed by the scree plot, which was quite flat, these merely reduced the percentage 
variance explained and were thus rejected75. The extracted factors were then compared 
with the original analysis axes and, as will be explained in Chapter Five, seven of these 
disappeared in this process, since the questions on which they were based were removed. 
Some 19 of the extracted factors corresponded very closely indeed with remaining a priori 
axes. Correlation analysis of the extracted factors showed a very similar pattern to that for 
the a priori axes, confirming a small but observable difference between the effects of 
college status or received education quality and social class. 
Two questions were retained in the questionnaire, despite their being essentially the same. 
These were numbers 33 and 67, dealing with whether highly paid jobs went only to the 
elite. Analysis of the responses to these questions showed the expected high correlation 
(r=0.6), but some 158 subjects (33%) gave different responses to these questions. Overall, 
however, both questions elicited a "split" response. Questionnaires with differing responses 
to these two questions were identified and analysed. No significant characteristics could be 
72 See http: //sussex. ac. uk/Users/andyf/teaching/rm2/factor2. pdf 
73 See http. //www sussex. ac. uk/Users/andyf/teaching/rm2/reliability. pdf and 
http: //www sussex ac uk/Users/andyf/teaching/rm2/factor. pdf#search='questionnaire%20factor%20analysis% 
20sss' accessed 22/7/05 
74 See httD: //www. abdn. ac. uk/~VsXL42/deVt/stats/FA. htm 
75 As recommended by 
http"//nsycholoey about com/ ynamic/offsite, htm? site=httn%3A%2F%2Fwww. statsoftinc. com%2Ftextbo 
ok%2Fstathome. html 
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identified on any of the variables. Neither was there any identifiable pattern in responses to 
questions immediately before or after this pair. The two questions eventually emerged 
together as a factor, however. It was likely, as Zaller and Feldman (1992) suggest, that the 
process of completing the questionnaire was stimulating consideration of attitudes which 
were not fixed and which were selected from a range of subjective thoughts and feelings in 
mind at the time. This in no way weakens the study or its conclusions, since attitudes and 
values are not fixed (Ilenerson et al 1987: 13). If education does promote particular types of 
attitude, the tendency for these to be prevalent in the data is what is sought, not a complete 
consistency across all responses. 
4.5. Interviews 
The study required that the results arising from the questionnaire survey be triangulated 
with and informed by different perceptions of education. The question arose as to what 
methodology would be appropriate to accomplish this and what group to target. From the 
beginning, it was intended that the study should contain an ethnographic element. This was 
in line with the belief expressed by King (1991) and others (Gay 1990; Wiarda 1992) that 
educational thinking, policy and research has been dominated by assumptions that are 
never questioned or researched, and that more work is needed on the role of education in 
peoples' lives, especially in poor communities (ISEAS 1986). Mixed methods approaches 
are capable of addressing some of these gaps in understanding (Frechtling and Sharp 
1997). It was assumed that the current study could claim no valid findings in relation to the 
overall role of education in attitude formation unless it involved people who had 
experienced less contact with education than the survey group. Suitable subjects, however, 
might not be fluent in English or functionally literate. Neither would they be easy to 
identify, contact or survey. A foreign researcher, especially a white male, entering a poor 
barrio in Manila and asking about educational experiences might generate interest, but not 
the kind that would produce meaningful data. The process demanded tact, planning and 
Chapter 4 153 
careful selection of subjects, thus rendering the interview sample "purposive", but in a 
different way from the questionnaire sample. The topics covered in the research would 
have to be similar to those on the questionnaire for purposes of triangulation. The 
imposition of a rigid structure to the data gathering, however, would have missed the 
opportunity to access the potential richness of peoples' experience and risked interviewee 
acquiescence (Narayan and Krosnik 1996). An interview format was chosen to allow the 
interviewer flexibility to pursue any point of interest whilst retaining a checklist of items to 
be covered (Powney and Watts 1987; Schober and Conrad 1997). The interview data had 
to be triangulated against the survey data so it was also necessary to carry out some 
ethnographic work with interviewees of a similar educational and social background to 
those who had completed the questionnaire. Such interviews would necessarily provide 
particularistic data, "real" cultural realities in Silverman's (1985: 157) terms, but they had 
to be sufficiently rigorous to generate analysable data (Frechtling and Sharp 1997). 
A large scale ethnographic study was beyond the project's resources, so although this 
section of the research was crucial, it was impossible to conduct a survey of a scale or 
depth which, in itself, could claim internal validity. Interviews conducted could only be an 
attempt at ethnographic work, since there were not enough resources to work with a 
sufficiently numerous or diverse group of respondents. Neither would it be possible to 
carry out much work outside Manila. All of the significant attitude surveys in the 
Philippines have concentrated on rural-urban contrasts, however. A focus solely on urban 
residents thus gave the current study a quite different slant from previous work and, 
indeed, increased the possibility that any observed attitudinal contrasts were the result of 
exposure to education, rather than other factors. A small-scale study was therefore 
designed, which could both link with the material obtained from other studies to indicate 
consistency and triangulate with the survey results to validate and contextualise them. Only 
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if the interviews generated unforeseen or unexpected responses would they require further 
internal and external validation (Meetoo and Temple 2003). 
A part-time Manila-based Philippine researcher was employed for one year to assist in the 
project. Her role was to contact suitable interviewees76, conduct the interviews and 
transcribe the results into English. The researcher was experienced in social survey work, 
being a social science graduate from the University of the Philippines and experienced in 
research work on behalf of NGOs. After many years of work on social and development 
issues, she was already aware of the basic areas which the current study was to investigate. 
In addition, this was not the first project on which we had collaborated, so she understood 
much of the direction and purpose of the current study from its inception. We decided that 
a full verbatim transcript of interviews would not be necessary, since this would have to be 
in Tagalog and would be of no use to myself, so we decided that she should translate and 
transcribe only summaries of what she recognised as both relevant and substantive. All the 
interviews were taped (Maykut and Morehouse 1994) and these tapes were then played 
back and discussed with another Tagalog-speaking community worker with many years of 
experience of working with urban poor communities. The opinions expressed by the 
respondents were then summarised in English translation. Where particular idioms or ideas 
lacked a direct English equivalent, the original Tagalog word was to be included also and 
its meaning and significance were addressed in detail during meetings to review the 
material. We thus ensured that any point requiring detailed analysis was addressed, thereby 
preserving the complexity of the interviewees' responses77. This process of selection and 
reduction of the material concentrated the interview data and formed an essential part of 
understanding its significance (Frechtling and Sharp 1997). Typed English summaries of 
the interviews were mailed to me as they were completed. A detailed analysis of the 
76 As explained earlier, several NGOs and other contacts assisted in identifying potential interviewees. 
77 As recommended by Boeree at httv: //www. shin. edii/-cgboerec/4tialmeth. htmi on 20/7/05 
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material was conducted as each one was received, so the process became one of iteration 
and refinement. The overall findings were therefore available for verification with both of 
the people involved in their transcription on my next visit to the Philippines. 
Some twenty in-depth interviews were completed - one every two weeks or so over a ten 
month period. Some interviews involved small groups, but most were individual. Each 
interview took two to three days to complete78, given the need to identify respondents, 
travel to and from the interview, conduct it, listen to the tape, identify substantive points, 
translate the relevant material, type it into English and finally to have a third party check 
the result against the tape. Interviewees were drawn from a variety of social, economic and 
educational backgrounds, but mainly from the urban poor and lower status public sector 
workers. 
4.6. Focus group 
Focus groups are often used to triangulate results from surveys and interviews by 
providing in-depth material impossible to collect in a survey, and insight through 
interaction, which tends not to happen in individual interviews (Morgan and Spanish 1989; 
Frechtling and Sharp 1997). Wilson (1997) offers a series of criteria for organising such 
meetings and the group discussion which was held for the current project satisfied all of 
these. In particular, whilst Wilson recommends the process be rigorous and systematic, it 
should also utilise the unique values and experiences and skills that are available. As will 
be seen below, the current project achieved this. 
A meeting was arranged with representatives from a poor urban community in Quezon 
City. The purpose of this session was to understand the context within which poorer urban 
78 Powney and Watts (1987) recommend allowing 15 hours per interview, even without translation. 
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families live and the prevalent attitudes toward education. This was essential because I, 
myself, had had no direct involvement with the interviews, the analysis of which was by 
then complete. The meeting therefore provided a face-to-face triangulation of the interview 
results, since those at the meeting could express agreement or surprise at the opinions 
presented. Details of the notes made during and immediately after this meeting can be 
found in Appendix 5. The meeting was facilitated in Tagalog by the community worker 
who had discussed the interview tapes with the interviewer. He was therefore fully aware 
of the aims of the session and could identify when opinions of the focus group might differ 
from the interview subjects (Mansell et al 2004). He was also trusted by the people in the 
barrio concerned, since he had served as a community worker in the area for some years. 
The use of the focus group completed the mixed methodology of the research. Such groups 
have been described as "conversations with a purpose" (Maykut and Morehouse 1994) and 
this particular group operated in exactly that way. I was able to use the experience to seed 
the discussion with preliminary findings from both the questionnaire data and interviews, 
thus triangulating and clarifying the findings79. 
The group discussion proved so rich, however, that it provided a separate source of 
primary data on education's role in attitude formation. It was only through this group that I 
came to understand the essential role that education is seen to play in a person's life 
chances alongside the poor community's expressed inability to secure the educational 
quality required to affect those chances. What also became clear were the economic 
necessities that underpinned not only each family's participation in education, but also the 
participation of individual family members. This, apparently, leads to significant tensions 
both within and between families, especially when a particular child, usually first born or 
male, was receiving higher cost education. 
79 As described by Gibbs A. at httV: //www. soc. stirrey, ac. uk/sni/SR[j I qhtml accessed 19/7/05 
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The individuals who participated in the group were neighbours, in that they all lived in the 
Santo Domingo area of Quezon City. Potential participants had been invited some days 
earlier by the community worker and a self-selected group assembled for the meeting. 
This, according to Morgan and Spanish (1984), has no methodological consequences. The 
group size conformed to that recommended to achieve the purpose of generating insights 
through interactions (Maykut and Morehouse 1994). Tagalog was the meeting's main 
language, with my introductions and questions being translated by the community worker, 
a format recommended by Mansell et al (2004). Some of those present did have some 
English, however, and participants often inserted an English word in their responses for my 
benefit to offer clarification or simply confirmation for me that they were engaging directly 
with the subject of the discussion. The meeting therefore retained cultural sensitivity and 
was able to examine what people felt and crucially why they felt that way (Kitzinger 1995; 
Barbour 2005). The overall findings of the research were significantly affected by this 
meeting, since it revealed that the concept of pakikisaina or smooth inter-personal 
relations, as described in Chapter Three, is best understood in an economic, rather than 
purely cultural context. 
4.7. Conclusion 
Chapter Four has described the methodology employed in the research. It has identified 
how the study developed from previous work on educational quality in the Philippines into 
a study of attitudinal development, an aspect of the reform programme that had previously 
not been researched. It has described how a mixed method programme of data gathering 
was used in order to combine the quantitative potential of a questionnaire survey with the 
more detailed and in-depth approach of interviews and group discussion. Throughout, data 
from all three methods were intended to inform and triangulate an understanding of how 
education contributes to attitudinal development in the Philippines and whether different 
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attitudinal characteristics are engendered by different educational experiences. The results 
of the research are now presented in Chapter Five. 
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Chapter Five 
Findings from survey and interviews 
5.1. Introduction 
Chapter Five presents the results and analysis of the empirical data according to the 
methodology identified in Chapter Four. The questionnaire results are presented first 
followed by a discussion of the interviews. Questionnaire data are presented section by 
section so that an overall picture of the respondents is established before analysis of their 
attitudinal characteristics is considered. Interview data are presented in summary form. 
Examples of complete interview transcripts can be found in Appendix Six. Essentially this 
is a picture of the respondents' attitudinal and other characteristics and identifies 
differences by class, gender, college type and educational history. In Chapter Six, this 
picture is interpreted with judgments made as to what kind of attitudinal development 
Philippine education promotes. 
5.2. Questionnaire results 
Some 480 students in seven universities were surveyed as described in Chapter IF-our. The 
questionnaire was administered on each occasion and the response rate was 100%, with 
most students completing in about 40 minutes. Since it was presented under near 
examination conditions, there was limited opportunity for respondents to interact. 
Some questionnaires were incomplete, however, with the respondents clearly having 
become disaffected with the experience. These were almost all from education students in 
University of the East, a session that was administered by the students' own teacher, with 
whom the group appeared to have a less than perfect relationship. Every response provided 
complete demographic, educational and employment data, but some 14 had more than 8 of 
the 84 attitudinal questions blank, so they were excluded from the analysis, leaving 466 
complete or near complete responses to Section F of the questionnaire. Overall, some 
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1.11817 of all Section I glurstions were blank. After omitting the 14 with more than It17 
blank responses, there remained about 30 unanswered questions among the approximately 
41), 11()() reý, ponses. For analysis purpuýcs, ihcsc were entered as "Don't know-" and prohahly 
represent questions where the respondent was genuinely undecided or where the question 
was not understood, since these were clearly not left blank as a result of fatigue or lack of 
interest. They represent such a small proportion of the responses (U. OK'i; ) that they can not 
affect the significance ul' any of the results. 
5.2.1. Section A: Personal details 
The respondents were predominantly female (72`% ), with only one college, Adanºsun, 
having a sample with a ºuale majority (57'%(' ), where all students surveyed were from 
engineering course,,. 'I'hr proportion ul female respondents is in line with the 
characteristics o higher education (III) in the Philippine,,, where college surveys show 
about two thirds of the college population is female (I 1: t J I995: I)oronila and Canino 
I993). This suggests that women in the Philippines were not dlisadvantaged by public 
expenditure cuts during structural adju. stnºent, as had happened elsewhere (Sen and ( irººwn 
1987, Standing 1992). Details of the respondents' answers are in 'Fahle 5. I. 
luhlc J. 1. Gender overall (11111 by college. 
College 
All 
Adaniu>n (AI)M) 
De Ia Salle (I)IS) 
Far Lauern (11: 11) 
Polytechnic ( Iniversity (I'l 11') 
I, echnuk) y In. titutc ('I'II') 
I Iniversity of the Hast (1101[ 
l Inivermty of the Philippines (I TH) 
Female Male 'l'etal '% Female `%, Male 
345 135 480 72 28 
4() 53 ()3 43 57 
4 4 h 511 511 
55 " 77 71 _") 
96 1') 115 8.1 17 
47 II 51; hI 1') 
X4 18 1(02 82 Is 
I') 8 27 70 30 
I'he vast majority ut the , IL"Icnt.,, were in the 16-221 aý! e range. the prevalence OI 10 and 17 
year olds in hig her education indicates both the PhiIihhinrs' adherence to Ihr I IS education 
('haptcr 5 101 
model and why straight enrolment liýýurrs should not he used in direct comparison with 
countries having clifferenily structural education systems. About 5'4 of the students 
surveyed were outside the I6-22 age range. No attempt was made to standardise the 
sample with respect to age. Of 19 students aged 23 or above, seven had previously dropped 
out from a different course. The lower status collages had II (if these 19 mature students. 
Only 2'I of the respondents were married (9/450) and four of these were aged over 22. 
Seven respondents, all female, reported having children. Six of the seven were married and 
five of the seven had dropped Out of a previous university course. The only single mother 
in the survey was a mature student who had previously worked as a maid in Brunei. About 
951I of the respondents were childless, unmarried and between 16 and 22 years of age. 
Gcog_>raphical origins ul'the studcnts were cIa,, sified into 5 regions as fellows: 
I Metro Manila, Rulacan and Riial 
2 Northern boron, includini northern Quezon 
3 Southern I. uion, Cavite, Laguna, Southern Que, on 
4 Visava. 
5 Mindanao 
6 Unknown 
Area I is basically the National ('apical Re iun (N('R). Areas 2 and 3 are nutlh and suulh 
Luton beyond the usual commuter hell. Areas 4 and 5 are natural geographical units. 
Detail of where respundenls were horn are , hewn in 'fahle 5.2. 
l ul)le 5.2.. ý'ýuýlcýnl. c' ýruýýru/ýhiý ul origin, s 
Count Per cent 
25? 52.5 
2 I() I 21. (º 
3 60 12.5 
4 51 I(º. 6 
5 1" 2.5 
(i 4 (º. K 
Tolal -t() 100. O 
l\hrrul 86'/ of the resprrndenI were from I won, Willi ()ýrr hall' from N('R. 'I'hr-, c 
iIIii irate the concentration of pruvitiiun and take up of III: in the h1eiru Manila area and 
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the high urban hias off he sector its it whole. More than one third of national I II. provi,, ion 
is in the NCR (Swinicnun Iß)91), w it is highly likely that the sample ()I 'l IF students in 
Manila is. repro enlalive of the tirclor a, a whole. 
5.2.2 Section B: Fancily background 
Father',, occupation was sate ! or sed into six LruUPS suniniarised in fahle 5.3. The groups 
were based on Philippine Government cen5US clastiilications. (iroupx I and 2 correspond 
exactly with the first two census groups. Census classifications of technicians and clerks 
correspond to group 3 in the table below, with census groups for service worker,,, trades 
people and machine operators forming group 4 below. Census groups for labourers and 
unskilled form the fifth group in the table, with occupations falling. outside those listed 
fonuino a group of their own (Government of the Philippines 2006). Occupational 
classifications for this study were therefore wider than those used by the Philippine 
government. a change made to highlight the contrast between the elite and non-elite 
sectors, a locus more pertinent to the study than one which recorded several dillerenl 
occupational groups. 01'480 responses. 39.3`% were in white-collar occupat ion,,. with 
23.3'/(' in professional occupations (groups I and 2). 't'here wcrr III response,, (_'. I', ( 
where no details of father's occupation were given. Sonic 43 ) I)'(' ) response s recorded Ihe" 
father as deceased. 
1(11)/ 5. ?. l u! hel', c' Occupation. 
Fathers' occupation axle 
nºana ! erial, elite professional 
2 general ýrulýýýiýýnal. huýincsý. ýýuvernnºrnt service, teacher. trained white- 
collar 
3 clerical. manual superýisýºry. general `o ernnºent service 
l skilled manual, small business 
5 un. skillccl, : general, informal sector. sales. driving, 
h unknown. uneniployed. deceased 
"fetal 
('ounl Per cent 
73 15.2 
77 Io. lº 
?, 5 17.7 
1 45 30.2 
61 12.7 
4XO 1 ()U. O 
('hapler 51 63 
Mothers' occuhalion ('Fahle 5.4) was calegorised in the same way as the lathers 
occupation. with one further category, that of housewife (category 7). 'I'hk wa,, (lone 
because about half of the responses fell into this category (4(x. 7`%) and also because o the 
difficulty of ascribing a social class level to the occupation. Some 256 responses out o45O 
recorded mother's occupation as something other than 'housewife' and of these some 127 
(49. W/ of nun-housewife responses) were in categories I. 2 and 3. 
Juble 5.4. Mother. ' ur(n/2(Uion 
Mothers' occupation code Coun Per cent 
I nianagcrial, chic profcssional 
I 
13 2.7 
2 general professional, business, government service, teacher, trained 48 IU. U 
white-collar 
3 clerical, manual supervisory, general government service 66 I3.8 
4 skilled manual. small husiness 45 9.4 
5 unskilled. general, informal sector, sales, driving 39 ?;. I 
6 unknown, unemployed, deceased 45 9.4 
7 housewife 224 46.7 
Total 480 I()(). ( 
Father,, ' and mothers' occupation categories correlate . significantly at the 11. OI 
level. 
indicating that fathers and mothers tend to share the same occupational categories. 
I Iuuscwivcs were omitted from the correlation. 
Parents' educational qualifications were classified according to the scheine in 'fahle 5.5. 
Fathers' highest educational qualification . haws 36.51/ having completed co llegge or a 
higher degree. Some 80.3'% have at least completed high school. Both of these I'iýýurrs are 
higher than would he expected across the whole population, where about 4O'/ complete 
high school (Angara I988). It is also noticeable that parents oI students in elite schools 
have ,,,. cnerally completed college degrees. 130th I)I. S and I III I show father-, ' college 
Completion rares over 8(), /i,. 
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l uhle ?.? l utherS' hi,, 'hest ((/! u utionul r/uuli%iu"atu)n 
Fathers' education Count Per cent 
O Blank response 15 3. I 
II ligher dcLmc II 13 
2 College (irLrcc 164 34.2 
3 Iligh school 210 43.8 
4liemeniary 58 12.1 
5 None 22 4.6 
Total 480 1(H). () 
Mothers' highest educational qualification shows a similar pattern. Some 34.4';, have a 
higher or college degree, with 71.5') having completed high school. Also, the elite schools 
showed the same pattern as for fathers' education, with 751l of ULS and l IN I mothers 
having a higher or college degree. Details are shown in 'fahle 5.6. 
Table 5.0 MOtI1t / S' hi, f>hest Cd1rruliunul (/1euli%irruienl 
Motners- education Llounl I'er cent 
() Blank response 8 1.7 
IiL, hcr clc,,, rce 9 1.9 
2 ('allege degree 156 32.5 
3 High school 178 37.1 
4 Elementary I03 21.5 
5 None 26 5.4 
"fetal 480 1(10.1) 
I at hers' and nºoýthers' educational qualification correlate swnificanIIv at the U. (1I Ic%cI. 
Results for parent' occupation and education levels suo. Liest that social class can he 
inferred from a combination of the two categories, as was originally aSsUnºc(l in the survey 
design. When social class" data and college type. " are compared, they are 101111(1 It) 
correlate sionificantly at the (1. (11 level. This result indicates that one assumption 
underpinning the research is valid, i. e. that in general college type 11, a proxy for Social 
class. 
A full LIcsrrihtiO, n OI'the social Classification of rcapolldrnt, ithhrtr'. I ttcr. 
College t)jhc k catciorncd as t<, IIo, w,: I elite , chox, l, (I )I. S. 111)1I). 2 mil level schon : )AI )M. 111', I'(T). 
3 mass college; O TI I. I IOL) 
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Analysis of family site and respondent's position in the family suggests that either elite 
families have fewer children or that later horn fancily members go to cheaper colleges. 
Some 53'7 are either first or second horn. A summary of family position of the respondents 
is shown in Tahle 5.7. 
An assessment of social class was generated in two ways. Parents' occupation data were 
inspected to generate a social class value in the range I to 4, corresponding tu elite or 
professional, general white-collar, skilled blue-collar and other, including drivers, casual 
workers, vendors, etc. A second social class variable was ,! enerate(l by averaging, four 
coded variables - father's and mother's occupation and father's and mother's highest 
educational qualification. Though similar, the two class variables were not quite the same. 
Roth methods ionurrll the occupation 'housewiF ' and used a copy of father's occupation 
in. steadtS`. The two resuItin, social class vanahlcs, however, correlated significantly at the 
O. (ºI level. Furthermore, links with result', from other areas of the survey were investigated 
for both nirthotlti of a. scrihing social class and the results proved consistent in all cases. 
7irhle 5.7.. S'nuleiits' position in finnilv, 
Position in family Count Per cent 
No responsc .Z 
0.6 
1 163 31.1) 
2 91 19. l) 
-i 69 14.4 
4 52 Il). 8 
5 38 7. () 
6 29 6. I1 
7 16 3.3 
); 7 1.5 
9 6 1.3 
11) 4 0 
I 11.2 
12 I 1). 2 
IOtal 48() IU0.0 
N. This is ju; tificd by the clusc Coll-chition hclu'ccn lathers' and nn)thcrs' occupation cited earlier. 
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Higher social classes tend to have fewer children, as do more highly educated parents. 
Social class also correlates with college type, with higher social class students attending 
elite colleges, both public and privately funded. Since this was assumed to be the case, it is 
evidence of the study's internal validity. Smaller family size and higher scores on the 
National College Entrance Examination83 (NCEE) are both closely aligned with inferred 
social class variable, with children of higher educated parents achieving higher NCEE 
scores. All these correlations were significant at the 0.01 level. 
All of the above findings conformed to what would be expected, given the general 
characteristics of education in the Philippines. This implied that the inferred social class 
variable was a reliable one and could be used with confidence in later analysis of the 
attitudinal data. 
5.2.3. Drop-out 
Incomplete parental educational cycles were indicated via answers such as "third year high 
school" or "second year college" for parents' highest educational qualification. This is 
standard practice in the Philippines, so it is likely that parents who dropped out of 
particular levels of education were consistently identified. For such answers, parents' 
highest educational qualification was recorded as the highest completed level. Information 
on those who did not complete phases of education was also coded in separate variables. 
Mirroring the overall correlation between fathers' and mothers' education, the drop-out data 
were highly correlated, both in general and in particular sectors of education. Overall, 
fathers of lower social class were more likely to have dropped out of education. Fathers 
who dropped out of either elementary or high school were also associated with class, but 
83 National College Entrance Examination, taken at the end of high school and set in English. 
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college drop-outs were not. The findings are repeated for mothers who dropped out. 
Respondents whose mother or father had dropped out of education were significantly more 
likely to ascribe a screening and selection function to education, and to reject suggestions 
that access to education should be restricted. The 99 respondents with at least one parent 
who had dropped out of a phase of education were associated with beliefs that jobs tended 
to go to those with elite status (significant at the 0.05 level), that much of education was 
irrelevant and that education did not promote Filipino culture (significant at the 0.01 level). 
These attitudinal characteristics were different from the survey group as a whole. 
5.2.4. Section C: Education history 
Almost 90% of the students surveyed graduated from elementary schools in Luzon, with 
50% graduating in Metro Manila and immediate environs. About 69% of the sample 
recorded the expected 6 years of elementary schooling. About 13% reported 5 years, 
indicating either rapid promotion or some disruption. Some 11.3% reported 7 years. Only 
3.5% reported 8 or 9 years in elementary school, definitely indicating some repeated years, 
since elite elementary schools have a7 year cycle. 
The overall split between state and private elementary schools was 77% and 23%. Since 
nationally only 6% of elementary education is in private schools (Swinterton 1991), this 
indicates the social class bias in Philippine higher education. All the respondents from DIS 
and more than half of those from UPII attended private elementary education, almost 
exclusively in Catholic schools, thus explaining the unexpectedly high number of 
respondents who completed 7 years of elementary education. A chi-squared analysis 
reveals a very high degree of association (beyond the 0.005 level) between elite college 
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attendance and the completion of private elementary education. Elementary school type84 
correlates with high school type85, college type and social class at the 0.01 level. 
Over 82% of the sample attended just one elementary school. There was no link between 
those who did more than 6 years and those who attended more than one school, indicating 
that extra years of elementary schooling were not the result of moving schools. Some 79% 
of those who reported more than 6 years of elementary schooling only attended one school, 
mainly 7-year cycle elite private institutions. 
Language of instruction was mainly English and Filipino, as expected (79%). If a local 
language was added, this accounted for 87.3% of responses. Only 9% reported Filipino 
alone and 2.9% reported English alone. One student reported being taught in Spanish. 
Almost 98% of students did the expected 4 years in secondary school. This confirms the 
fact that it is very rare for either a high school or an elementary school repeater to progress 
to higher education. 
Over 90% of respondents attended just one high school. Of those who changed schools or 
attended a particular school for less than 4 years, there were no correlations with sex, 
social class or having moved for college. Some 56% of the high schools reported were 
private. high school location compared to province of birth indicated some tendency for 
students to move for high school education. Only 52.7% of responses to province of birth 
indicated the NCR, but 60.5% of high schools attended were in that region. A significant 
number of Philippine children travel to the capital region for high school education aged 
around 12 years. High school type correlates strongly with social class at the 0.01 level, 
84 Four elementary school types were defined: 1- private Catholic; 2- private; 3- public and urban; 4- 
i, ublic and rural. The order anticipated social class association. 
5 Three high school types were defined: 1- private Catholic; 2- private; 3- public. 
Chapter 5 169 
with private schools, especially private Catholic, being the type most favoured by the 
higher social classes. 
A total of 517 college courses attended were recorded, which means that some students 
attended two or more. About 71 % of the institutions were in the private sector. Of the 19 
students who dropped out of a course of study and restarted another, 14 (73.7%) were male 
and 16 (84.2%) from social classes 3 or 4. This tells us nothing about the make-up of 
college drop-outs, only about college drop-outs who restart. This group was, however, 
predominantly male and lower social class. The fact that so few students had completed a 
previous course suggests that there is little evidence of students upgrading their 
qualifications, as credentialist theories predict. 
Some 55% of respondents still lived in the family home and 42% left home to attend 
college. Students moved at age 16 and generally stayed away from home thereafter. Social 
class showed no correlation with either having moved away from home or having left 
home to take up a college place. Education, therefore, plays some role in internal 
migration. If this move was associated with a greater tendency to consider eventual 
migration for work, then education might be promoting it. 
5.2.5. Section: D Employment history 
Only 8.3% of the sample reported having been in full time employment. Lower social class 
and older students were more likely to have been employed. Some of the full time jobs 
were recorded as being unpaid, being either through family connections or college-based in 
lieu of fees. Of 49 paid jobs reported, one third were in fast food or sales. Only one 
response indicated rural employment as a farm labourer. 
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Some 63 responclcnts (I3.1'/; ) were doing part time work, with Iwo SIuRIrnts holding two 
johl each, resulting in 05 jobs heing reported. These were primarily in service sectors, such 
as fast food and sales (25) and clerical (9). Some 15 siudents were employed by their 
college in lieu of fers. Again, lower social class student,, were more likely to he working. 
5.2.6. Section E: Future plans 
Students were asked where they would like to work, if they had a free choice. The (ILICStion 
offered several geographical locations and students were asked to indicate their preference 
on a scale of I to 7, with I being, the most preferred place. The question sought to identify 
whether a nnigrati<ýn preference was present in the survey group. 
The student,, (ºverwhclnºingly want to stay in the Philippines, but the I ISA is also quite 
popular, especially anion. -st those with family tics there. Overall, no other re ion receives 
positive endorsement. Responses from the elite colleges show the strongest prelerence fur 
the Philippines. Takle 5.9 below shows average ,, cores frone each college liºr each region 
7uhlc _5.9Avet-ti'C scot, e 
by ("olle, e inuliruliIº, i' (i desired work l)ggeie,, (l is irte)m p eferred. 
7 leev preferred ) 
AI)M 1.91 3.116 5.57 5.48 4.99 6.46 ............. h. hll 
I)I. S 
....... __;... 
I. llll 2.29 4.71 4.43 4.86 7. O() 7. (1(1 
II. 1 2.33 3. (» 5.57 5.91 5.69 6.60 6.71 
I'lll' 1.40 
........ 
2. '«i 5.36 5.63 4.80 6.48 (,. }i(, 
............ _ III' . 1.77 2.6(): 5.16 5.58 5.12' 6.49 6.81 
l1OI 2.05 3.23 5.83 5.96 5.35 675 0.61 
I TI I 1.22 2.96` 4.52 4.67 4.70: 6.48 6.67 
Average score I. 82 2.97: 5.45 5.62 5.13 6.56 6.76 
When asked what region is likely to provide a job, however, a significant shift occurs. The 
Philippine iti still viewed as the niest likely, hu1 oludenis are not completely contitlent that 
"" ASIAN (al the Linie of the survey) included Brunei, Indonesia, Malaysia, Philiphincs, SineaI)orc and 
Thailand. the term Asia referred lo ether countries in the continent, including I long Kong, Taiwan, Japan 
and South Korea, where there are significant numhrrN of 
Filipino migrant worker.. 
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the job will he at home. Again the elite , chook, along with PtJI> tudent. ", are more 
confident that work can he fuuncl at home. Given the number 0 Filipino,, working 
elsewhere in ASEAN and other parts of Asia, it is surprising how little shift there was 
towards these options. A significant shift has taken place, however, indicating, some lack of 
confidence in the Philippines' ability to provide employment. "Fahle 5.1O has the results. 
7(l1)le 5.10 .4 ('nIge S(O/ (. s hV c'ollc"c, for c'uc'1) trink- 1o (llirnI (1 i. v I rio's i 
Destination Phil. IJSA ASEAN Asia Europe Mid East Ott 
AI )\I ' r, 1 ;4l 5. -l' ,4 
DI .s 
2.14 2.71 4.57: 4.29 5.2; fß 7.0U 7.00 
2.76 3.55 5.41 5 72 5.641 6.63 6.93. 
I't? I' 
.......... : .. 
2. I() ...... _. 2.95 5.04 5.38 S. 30 ....... _ 6.42 6.88 
fll 
.... 
2.19 2.82 5.28- 5.21 5.32 647 6.81 
UOI; 2.21 3.76 5.37 5.74 5.63 6.53 6.04 
UPII 2.15 3.30 4.96 4.56 4.89 6.59 7.00 
Average score 2.35 3.30 5.30 5.25 5.44 6.40 6.83 
A hypothesis discussed earlier is that the Philippine education system encourages eventual 
migration by requiring so many students to leave home at 16 to live in Mcu-u Manila. 
Responses from those students who left hunk to lake up a college place were Iheret re 
analysed separately to we if evidence I-Or the promotion ul- positive attitudes toward 
migration could he found. Responses tu these questions aniunggst this group showed Ihr 
same pattern,, as for the survey group as a whole. The four attitude questions frt)ni Sect it n 
relating to migration also showed a similar pattern of response fur this ,. ro up and the 
whole survey. Overall, the survey detected no evidence to suggest that having too move to 
lake up higher education promoted attitudes accommodating to the idea of eventual 
migration for work. 
Almost all respondents waled a job related to their area of 'tu(ly. Several respondent,, on 
education courses, however, indicated a desire to change (lircction. Out of 
517 courses 
listed (including previous enrolments), 455 (; 81) indicated a choice of joh in line with the 
course heing studied. This confirms that most students 
in the syst nº do nut sec education 
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in predominantly credcntialist term,,. The qualification was inipOllant, but there remained a 
clear link for the , tudent,, between what way sIudied and the skills that needed for 
employment. Overwhelmingly, the titu(icnt,, were conscious of the functioýnalikt aspects of 
education and choice of course appears to he driven by perceived employment chance,,. Of 
the 47 responses where the job desired was definitely not related to the course of study, 25 
were education students. Some 2()'/ of the education students surveyed, therefore, do not 
want to teach. Some 14 responses were pragmatic, indicating that any job would suffice. 
Respondents were then asked to say why many Filipinos migrate I' )r work. The question 
presented a series of options and a preference scale. The options presented arose from the 
formative interviews with educational practitioners and others. Responses indicated that 
earning more money and having a Job were the reasons why people migrate for work. Lack 
º>f opportunity at home and gaining higher status were of moderate importance. 
Importantly, Western lifestyles and wanting to leave the Philippines were not considered 
important. Table 5.1 1 show, the overall results, by college and college type. Flue stuclents 
were , generally more concerned about lack of oppoilunities in the Philippines. despite the 
fact that they tended to he more convinced that they would find employment at home. 
Juble 5.11. Reasons «"hYI ili/ºinn. S ºººi, L, rcttc'. /or work. 
A score u/ 2 iºulic ides im inº/)urºuºr! rc ason, a score (0 im uºº uºrinº/)orlcrºr! alle. 77ºc 
c'u! c', ('nric'. s tire: earniºº, i' more none , gcºiººinº . slclhr. s, , I'e/Iin, c' c! 
jcºh, Western ! i%c s! vic', desire 
to tratet, kno t"ing other ot'ersc'cls contract workers (0('W), <<cnºliººg tu /c'cnve the 
I'hilippinec, lock cof oppor! u/li! V at home. 
Overall Earnings Status Job Western 'T'ravel O('W Leave Opportunity 
Awl'a2c ', (. OI(- 1.78 0.98 1.7-1 
Question 14 by coI1e ie 
('allege Earnings Status Job 
A1)M 1.61) U.? i! i (). 73 
I)I. S 1.88 0.75 1.38 
1.1 11 1.84 1.00 1.74 
PIT 1.74 1.02 1.76 
'I'll) 1.86 0.88 1.76 
1 JOI 1.83 0.95 I. 70 
I JI'I 1 1.78 0.78 I. 89 
U. 
_'_' 
11.54 I1. ýS (). 25 I. 00 
Western Travel O('W Leave Opportunity 
11.34 0.50 O. 5I (). 5_' (1. ',, 7 
11.13 I. UO 0.25 U. 3' I. 13 
O. 32 0.01 U. 38 0.24 Il. ý)7 
11.14 0.4t) 0.29 0.21 
11.20 0.59 (I. 3 0.26 I. (12 
0.21 0.52 11. ") 0.32 I 
. 
O5 
II. ý7 11.07 O. _'0 11.48 I. 74 
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Que'tiun I; 4 by rullcLr iv[C 
College type Earnings Status Job Western Travel OCW leave Opportunity 
1 I. '«) 0.77 1.77 0.3I p. 74 0.20 O. 46 1.6(1 
2 1.75 0.91 I. 06 0.29 11.51 0.44 0.38 I. ui 
3 1.83 p. 97 1.71 O. 26 0.55 0.33 0.29 1.02 
Some 69.31,, of the sample indicated that they had at least one emigrant , or 
Overseas 
Contract Worker (()('W). in the family. with responses from all seven universities showing 
a similar pattern. There was no correlation hctween reporting an O('W and social class. Of 
those who reported ()('Ws, 48.2'% reported 2 or more. The locations ()I '()('Ws were 
classilir(l into nine re ions. with almost 781% oI those listed tieing in the l ISA, other Asia 
(including . 
Japan. I lung Kong and South Korea) or the Middle Fast, . suogcsIing patterned 
behaviour, as described by Portes and Walton ( 1981 ). Sonic 22'% of O('Ws repoýrled were 
from the respondent's direct family, tieing a mother, father, brother or sister or in-law. 
"fahles 5.12-16 below , how the results. 
7crhle 5.12. Nunnhc i- u/ i-e. vmmIen!. s reporfin, I., One car 1? 101-1, o('WS in the fainilv. 
No. of O('Ws No. of' respondents Per cent of those rep orting 0CWs 
1 171 51.7'; ' 
2 
83 25. I'/ 
3 47 14.2Y 
4 22 
55 1.51 
6 
7 
x 0. X11, 
1Mal 331 100. 
7 (Ible 5. l ;. U('tV's 
location by 1-r", iOn: 
Area code Geographical area 
Count Per cent 
I IISA 157 _'S. (, '/, 
2 AsI. AN 17 '. x'I 3 
Other Asia 134 1. `)'/, 
4 I, urope 48 7.8'/, 
5 Middle bast 186 3O0 17, 
6 Australasia II I. 817 
7 Canada 4- (,. 9, /, 
x Other 
3 11.51/; 
9 Unknown (usually Wanmen) 15 
14 'ý; 
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l uhle i. 14. The lop /0 reported locutions 10r (K W. 
Country 
I ISA 
SAUUZ ARABIA 
IION(i KON(i 
CANADA 
JAPAN 
'T'AIWAN 
MIDI)Ii FAST 
SOI11'II KOR1; A 
I'I'AI, Y 
I ? AI; 
No. of OCWs 
153 
129 
56 
42 
33 
21) 
2( ) 
13 
12 
I2 
l uhle 5.15. Relulion, v five d and ninrnhc / within euch (ule f, '')i_v". 
Count Per cent 
Parent -14 7. ",,, 
IirOther/Si. sIrr/in-Iaw q-) 15.011; 
Grandparent 13 2.1 i; 
Aunt/Uncle 334 54.5/ 
Cousin I29 21. (1'% 
1Inknn>wn I (1.2'I 
pullt' 5.16. U('Wwork ("ate-ni'ics 
Work type Count Percent 
I'rOIC'. 'iunal 45 7.4'i; 
Lower prUýtc,, ýiOnat/White-cellar 56 9.2'i; 
General clerical/Lower skilled white-collar IUI I657 
Blue-collar ski lled/Vucatiunal 85 13.9 /; 
I)oonnestic/Unskilled 173 28.31/ 
l ! nknuwn 152 24.?; '/, 
A total ()1 '613 ()('Ws were listed. Students frone professional hackurounds trn(le<i toi list 
I'r()IC'. 'iunal 45 7.4'/(' 
Lower pruýfe ionat/White-collar 56 9.2'/ 
General clerical/Lower skilled white-collar IUI I6.57 
Iilur-dollar skille(I/Vocatiunal 85 13. 'ßi; 
I )t uiiesl is/I JnskiI Ied 173 28.31/ 
1 ! nknuwn 152 24.?; '/, 
pro fe swnaI O('W.,, and so on. wish 'ocial cla,, s and O('W relation come , i, ýnificaniIv 
negatively correlated at the O. OI level. 'I'hi-, intplie,, Ihat hi! -, 
hct' serial cla`,, Eitide tý were 
le likely to have an immediate family nºrnºhrr working ahroad. In the caw of lower 
social class students, it is, highly likely that the immediate fancily turntherºrverseas wa` 
fun(Iin, (i the oudeni's college education via remittancc . 
but 1h11, dato way nul cliched. 
urihcrnwre, a professional ( )('W "'a,, murr likely tu he in the I ! SA. 
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5.2.7. Section F: Attitudes and values - General observations 
The overall score for all questions was 2.66. There was therefore a tendency towards 
acquiescence. Some questions, however, were not exact opposites as explained in Chapter 
Four. Individual student average scores range from 3.60 to 1.71, with a standard deviation 
of 1.17. This means that the overall average is about 0.29 standard deviations from the 
expected figure87. Since the study focussed on the actual attitudes and values supported, 
not relative differences deemed interesting thereafter, the results presented were based on 
actual, not standardised scores, thus preserving the students' expressed beliefs at the 
expense of greater differentiation. 
A complete listing of the 84 attitudinal questions in Section F can be found in Appendix 1 
and Appendix 2 has details of the answers. An average answer for the whole sample is 
given and averages for each of the seven colleges surveyed. Questions were classified as 
Agree, Disagree or Split questions. Agree questions were those where agree responses 
amounted to more than 50% of all responses and where these were more than twice the 
number of disagree responses. Disagree questions were similarly defined to indicate 
general disagreement. Split questions were the rest. Overall, there were 43 Agree 
questions, 12 Disagree and 29 Split. In the following sections, the attitudinal characteristics 
of the respondents are considered in the three ways indicated in Chapter Four, general 
agreement and disagreement, a priori attitudinal axes and factor analysis. 
5.2.8. Section F- Agree questions 
The agree questions identify several widely held attitudes, paramount among which is a 
belief in the efficacy of education. Not only amongst the questionnaire respondents, who 
87 The current study compares well with other similar surveys on the differentiation of responses. Doronila 
and Carino (1993) used a similar, but reverse 
direction, semantic scale for attitudinal responses in research on 
UPI I students. Average responses for their questions were from 4.52 to 3.14, a range of 1.38, so the current 
study achieved a lower degree of acquiescence and a greater differentiation of responses. 
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might be expected not to question the expected effectiveness of their prime occupation, but 
also amongst interviewees from all backgrounds there was an almost unquestioning belief 
that education (question numbers in brackets): 
" provides access to employment (12,18,32,50) 
" teaches marketable skills (13) 
" is a must for Filipinos (20) 
" promotes development of all kinds (20,54,66) 
" promotes harmony, mobility and equality (3,15,56) 
" is a form of investment (55) 
There is a belief that educational quality has not deteriorated (17) and that a stated national 
development goal, the promotion of Filipino culture, is achieved (77), though at the same 
time Western values dominate (78). The educational process and experience has generally 
been a positive one (82,84). Access to education should be as wide as possible and 
everyone can potentially benefit from it (65,79,80). 
There is a strong tendency towards individualism and assertiveness (4,34,43,44,52,63). On 
the other hand, higher education students are still aware of their family ties, which can be 
called upon in times of difficulty (37). Students are aware of privilege in society (2,23), but 
also believe that opportunities for mobility exist (71), despite qualification inflation (68). 
Respondents do not want to migrate (35), but are aware of the option (62), and recognise 
education's importance in facilitating this (32). The students surveyed tended to be 
conservative in outlook (46,76), but demand the right to stand up for their own position 
(43,44). They endorse lower birth rates and having families later in life (28,39) and are 
generally in favour of the technological modernisation of society and with 
it greater 
integration into international trading systems (7,31,48). 
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5.2.9. Section F- Disagree questions 
The twelve disagree questions largely confirm in negative terms what the agree questions 
identified. Again there are indications that the educational process was enjoyable and of 
good quality (47,60). Desire for greater access to education and its universal relevance are 
also confirmed (29,30,41,58). General negative connotations of education are denied 
(9,14). Assertion of individuality is also here (6). Respondents re-state their desire to work 
in the Philippines and not to migrate overseas (36,49). They believe that education does not 
necessarily act as a social integrator (25) and it does not promote a feeling of independence 
(24). Resoundingly, higher education students do not want to be taught in Filipino (1). 
They believe the education process does promote social harmony (3) and confirm that it 
does not actively promote fragmentation (14). 
5.2.10. Section F- Split questions 
Several questions relating to status and privileged access to education and employment 
elicit split responses (21,22,27,33,57,67). Respondents differ on perceived availability of 
employment (45,70,72). Though as a group they are strongly individualistic, no clear 
pattern emerges when conflict with elders or parents is possible (69,73,8 1). The level of 
stress on the English language (though not its predominance) is debated (75) and 
differences are evident when specific educational processes and outcomes are questioned 
(16,18,26,74). Access for all is clearly desired, but not if this were to involve a 
redistribution of resources from higher education (the Psacharopoulos, World Bank 
position) (40,64). Though strongly in favour of lower birth rates, doubts emerge when 
teachings of Catholicism (59) or tradition (38) are at stake. Respondents are unsure about 
pluralism (61) and whether material benefits from their investment in education will accrue 
(51). Display of material wealth and status, and the potential satisfaction thereby 
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perceived, provoke mixed re pone (5,8,1(1.12). There is a hint of natiunalisrn (42) and no 
clear pomtion on the role of luck in determining) the future (83). 
5.2.11. Section F- Further discussion 
Re,, punse UU) , ome 33 at-, rce quc'lioms showed nog apparenl difference,, aCfl)' the three 
college types. As such they lernt a set of opinions which are held in general Ihrouohoýul the 
survey group. They are summarised in 'fable 5.17. 
7uhle ?. 17 Auiiiu/e. v generally agreed u(F-oc. V the three college Irpe. ti 
Agree Questions Indicating 
'IN. 11) Fewer and later children desired 
7,13,25,31,32, Modernisation values widely held: belief in the role of 
50,54,55,65, techno louy; education seen in functionalist terms; education 
66,7c9, K(J promotes development, is relevant at all levels and is socially 
cohesive 
19,56 Relief in social nobility il-trouloh education 
82,84 Identification of positive educational experience 
24,44,52,63,37 I ligh level,, ºrf indivirlualitiºn tempered by family ties 
3,46 Desire f Or coýnlurniity 
35,62,6}; ('oºnsciouti ul'scarcity uI'uhh°nrtunity. NO no Ursire tu nriLrate 
53,77,78 Moderate natioýnali~nº 
23,31,53 Education preserves the status clue - Iuwer, tatu, cOllr,! eS 
agreeing general agreement with "free trade" but als. () 
agreement with taxing imports. All three questions had significant 
"INon't know" scores, . so> may not 
have heen fully understood. 
Scciium F rc,, po nses were then analyý, cd [Or currelalR)ns with re pun enl',, social class, 
co)llr. c type and Mender, tu identify any attitudinal character, qie which Lht diner 
within and across groups. Only glue nuns where the cu>rrclatioºn,, between the group',, 
rep unse and Ihr , ro>up coole was significant at the 0.05 level were c()n`idered. 
Social class and cc>1le c lyre were clu,, cly aligned in Ihrir attitudinal characic'ri,, lk , 
hul 
crucially there were norme difference,, 'I'llFOL1 ! ht)uI this `ection. il i>>wo he home in mind 
that what are prrwnTed are relative dlil'fcrrncc,, of ainrccnicnt and tIisawrrrincni nul 
ahtioºIuIc diIfcrcncc,,. as in Ihr pic 'iuus , cclio n. I Iii-, her , ocial ýlaIti and hiýýhcr ýlaluý 
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college attendance are associated with greater agreement with the each of the following 
attitudinal positions, while lower social class and lower status college attendance were 
associated with less agreement or more disagreement. 
Higher social class and higher status college attendance were associated with a belief that 
the opinions and assumptions of elders or teachers should be questioned. Both groups saw 
education as an investment, promoting social mobility, but widening access at the expense 
of lowering quality was not supported. They believed that educational quality had been 
maintained and there was support for the use of modem teaching methods, rather than rote 
learning. There was realism about how hard it would be to find employment, but it was the 
individual's talents, not luck, that would most affect future success, so education was not 
seen as a screen. There was an expressed belief in the desirability of modernization in the 
form of increased trade and foreign investment in the country. Interestingly, material 
advance was not seen as the motivating factor in educational participation 
But there were areas where this concordance between higher social class and higher status 
college attendance broke down. Higher social class respondents were more likely to think 
that education was good in itself, even though it might not relate to employment. In 
general, they supported provision of high quality education for all, with the national 
economy perceived as performing in direct relation to the quality of human capital 
available, with individuals seen as being in control of their own lives. There was no pattern 
on these issues across college type. 
On the other hand, attending higher status colleges was associated with a belief that 
education does not promote equality, despite social status not being seen as the main 
determinant of earnings. Employment decisions would be influenced by factors other than 
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individual considerations, with education seen as facilitating migration. Finally, the more 
elite the college level, the stronger was the expressed desire to be taught in English. 
Attitude differences associated with gender were markedly different from those described 
above. Males were more willing to question assumptions and authority, the only 
characteristic which tended to confirm Guthrie's (1971) and Lynch's (1984) assertion that 
females were more prone to acquiescence. Females were more likely to regard education as 
an end in itself, preferred English as the language of instruction and favoured more modem 
teaching methods. They believed more strongly than males in education's capacity to 
promote social mobility and were less materialistic in outlook. Females were more in 
favour of having smaller families and were less inclined to migrate, believing that there 
were good employment opportunities at home, despite qualification inflation. They 
believed that their schools had been of good quality and they were more pluralistic in 
outlook than males. 
These results are summarised and contrasted in the Table 5.18 below. Attitudinal 
characteristics indicated by the correlations listed above are shown. Shaded cells indicate a 
greater tendency toward agreement by students from higher social classes and higher status 
colleges, whereas shading in the gender column indicates a higher level of agreement by 
females. The numbers in each cell refer to the questions that displayed the correlation. It 
can be seen that, though there is a concordance between the social class and college level, 
the attitudinal characteristics of the two groups are different. Though the difference is 
small, it is observable. In addition, there were 20 questions where the correlation signs for 
class and college were different, 18 where higher college status was associated with greater 
disagreement and two where it signified greater agreement, though most of these 
correlations were not significant. 
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7uhle ?. /(S. Atliliulinui! '"hurur"lei"isli(", c ("oniras'lecl h'' social clu. 's. college vainS uiidgce, uIe, " 
Attitudinal characteristic Class College Gender 
Lducaliun i` Lood in itsýll'. even if it does not relate 2() 16 
directly to employment 
Reliefs and assumptions should he questioned 26,43,63 6,26,43 
Individuals are in control of Ihcir own future 44,52 
Education can promote social mobility and should he 29,56,63,79 30,40,54, 
available to all. but high duality for everyone would 64,79 
he too expensive 
National development is assisted by higher levels of 66 
human capital 
"Pro>uressive" or "modern" education is desirable 76 76 48 
There has been a fall in educational quality 17 17 
Education (loc, not influence an individual's 10 5,8,10 8 
materialism 
International capitalism is a 2uoxi thing 42 42 
l"Alucation is an investment 55 51 
Education can promote social mobility and should he 56,65 
available toi all at high quality 
Opportunities will not he easy Io secure 71 71 
Education does not create equality 15,22 
Education can facilitate n1iL ation 32 
Teaching should not he in Filipino. but in I: ni-, fish 1 1 
Luck will not he the main determinant of an 83 83 
individual's future 
Social status is not the main determinant of earnings 2,23,27 
or educational success 
Lducalion is not merely it screen 21 21,50 
Eventual employment decisions will not he theirs 34 
alone 
I'ducatio)n prunwtc,, plural kin 25 
Families should have fewer children 28,38 
The want to stay in the Philippines and not migrate 35,36,49 
Qualification inflation has happened 68 
School quality was good 47,60 
"There are good employment opportunities in the 45,50 
Philippines 
Of the , i2nificani re,, ult,, lkted aho ve. thine for five glurstioýn,,: 
34 I alone will decide here to work aller my education. 
40 It iN heiter to cut government , rending, in higher education w That 
everyone can have elementary rºlucatio n. 
51 My hi,, he rearnin, -ý, as a result of eduraIion will not make uh Ir what I 
have paid in school and college 
52 I. myself, have the nw,, t power over my future ýuceos. 
64 The country cannot afford tºo educate u) many rolleer graºluate,, hecau', e 
many o1 them will not find work. 
('h, tptcr 51 `ý 1 
had correlations for social class and college status of opposite signs, with one of the 
correlations significant. All of the above showed higher status college respondents 
disagreeing more and higher social class agreeing more. One question: 
29 Small farmers do not need education. 
was a significant disagree question on the basis of social class, whereas higher status 
college respondents tended to agree. Overall, there was a tendency for higher status college 
respondents to disagree more, indicating a greater willingness to assert their individuality. 
The 84 attitudinal questions were also analysed on a merely agree or disagree basis, with 
the strength of the opinion ignored. The significant attitudinal characteristics at the 5% 
level associated with each of the three variables, social class, college status and gender, 
were not substantively different from those listed above, but the tendency for higher status 
college respondents to assert their individuality became even more marked. I ligher social 
class was associated with 16 significant correlations, 5 on agreement and 11 disagreement, 
whereas higher status college was associated with 31 significant correlations, 7 agreeing 
and 24 disagreeing. Gender was associated with 17 significant correlations, 5 agreeing and 
12 disagreeing. Some 20 questions had opposite correlations for social class and college 
status, 11 with higher social class agreeing and higher college status disagreeing, with nine 
in the opposite sense. Six of those questions were associated with significant differences, 
with one question: 
19 Education increases your chance of getting a highly paid job. 
showing opposite correlations at the 99% level, with higher social class respondents 
associated with disagreement and higher status colleges agreeing. 
5.2.12. Section F- Axes of analysis for student attitudes 
As explained in Chapter Four, a series of "axes" was developed to obtain a broader view of 
the results than could be provided by individual questions. Ilofstede's (1980) four axes, 
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power difference, uncertainty avoidance, individuality and masculinity were included, as 
also used by Canieso-Doronila and Acufla (1994). These, it was hoped, would provide 
triangulation and cross-verification of the results from the current study. Details of the axes 
and the associated results can be found in Appendices 3 and 4. 
On the basis of these axes, the respondents believed that education would lead to material 
and career benefits. Students in elite colleges were sceptical about this, but students from 
lower class or less educated backgrounds held this belief very strongly indeed. There was 
very strong agreement, especially from elite colleges, higher social classes and more 
educated families, that education was valuable for its own sake. The students also believed 
strongly that education promoted changed attitudes and values that assist national 
development and thought that this benefits society as a whole. They thought that education 
promotes social mobility, greater equality and confers merit and that these were both 
possible and desirable in Philippine society. Students from lower status colleges were 
more sceptical about this. There was very strong agreement that greater individualism was 
both desirable and promoted by education, with those students from the most highly 
educated families having the strongest opinion on this. It was generally agreed that 
education promotes a positive Filipino national identity, but students from elite colleges 
were neutral on this. 
The survey group agreed strongly that qualification inflation had taken place, especially 
the elite students. Crucially, however, they did not see the education process merely as 
certification. They disagreed very strongly with this idea, with the strongest position 
coming again from the elite group and those from the more educated 
families. They also 
took a strong position on the desirability of lower fertility, especially the females and those 
with highly educated mothers. 
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They did not believe that pluralism and diversity were desirable in the wider society, but 
they did think that education promotes understanding of other people's points of view. 
Lower social class students, especially, did not see these concepts as desirable. The whole 
group believed very strongly in the desirability of modernity, in the form of increased 
access to education, and in education's ability to deliver the goals to facilitate it. This view 
was held most strongly among students from highly educated backgrounds. There was a 
near unanimous expression of faith in both the desirability and necessity of formal 
education. 
The survey group was not conscious of power difference and did not think that society was 
stratified in this way, particularly the elite group. The same pattern applied to the idea that 
one of education's roles is to teach you to know your place in such structures. Again the 
elite group vehemently denied this, but students in low status colleges were close to neutral 
on the idea. On Hofstede's uncertainty avoidance concept, respondents were neutral about 
its existence in society at large, marginally denying it exists. They strongly believed, 
however, that education promotes social harmony and loyalty. I lofstede's version of 
individualism was seen as highly desirable, with students from lower status colleges 
agreeing very strongly indeed, whilst the elite group was close to neutral. A crucial part of 
this concept relates to the desirability of wealth and personal possessions and it could be 
that the elite group was unconcerned about such matters because they take these for 
granted. llofstede's masculinity concept, which includes such things as living to work and 
a materialist outlook was seen as not desirable for society as a whole. But the students 
were very strong in the belief that education provides access to wealth and status. Again 
the elite group believe this more strongly than the others. There was some doubt as to 
whether education was providing the skills and abilities to assist national 
development. 
Elite students thought it was, but the others were sceptical. Overall, the group believed that 
their courses of study would be useful for them and that education was worth pursuing as 
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an investment. Females held this belief more strongly than the males. The whole group 
thought that educational standards had not fallen, but elite students and those with college- 
educated parents were neutral on the issue. Though neutral overall on whether education 
relied too heavily on rote learning, elite students disagreed that there was too much of this. 
Elite students, higher social classes and those with college-educated parents believed that a 
free trade orientation was desirable for the country. The whole group agreed that society 
benefits from investing in education, with respondents having elite status, high social class 
and educated parents feeling very strongly indeed about this. There was also strong 
agreement across the whole sample that education was a personal investment, but students 
from low status colleges were less convinced. 
Attitudes towards migration proved very interesting, in that they were quite different from 
what earlier discussions had suggested. The students did not think that migration for work 
was a good thing, for the country or for themselves. The elite group felt very strongly 
about this. Women in the survey expressed this view more strongly than men, but there 
was no difference across social classes. The group was neutral on whether education 
facilitates migration and on whether there would be adequate employment opportunities in 
the Philippines. The elite students, those of higher social class and those with college- 
educated parents marginally disagreed that there would be adequate opportunity at home. 
The students did not want to be taught in Filipino with the elite group, higher social classes 
and those with highly educated parents vehemently opposed to this. But even the students 
from the lower status colleges were generally in favour of retaining English. Given what 
was concluded about the role of English language skills in forming a possible employment 
screen, it seems that the students in the survey were keenly conscious of the need to 
develop their abilities in this area. There was general agreement that access to education 
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,, hould he as wide as possible. especially amongst those from the lower status C011C Irs, 
with elite otudirnh neutral. Aa whole. the group rejected the idea that luck plays a large 
part in determining life chances, with the elite gruuh and higher social classes strongly 
disag, reeinz. Intereslingly, these in IOW ttatu1, colleges, lower social clastie and those with 
the least educated parents were quite close to neutrality on this and males rejected the role 
of luck much more , tron2ly than females. Axes producing significant correlations, with 
social class, college status and gender are listet in "fahle 5. I9. 
Table 5.19 inelie ates (tgreemcwnt (+) or eli, va 'ree, nent (-) at the III or 5`0 /c ye!, ºrith phis 
iirrli(utirn, 1' , Treater 
u, t'reemrn! /) Iiigher . serial 
higher vutu. V college u1111 Jentulc'. s, mill 
1rtinu. S üulicOtis, (, ' , c're1It(r W reeine, rt 
by lower 
. 5O(i il 
lt, luf"/ vutii. s (0//C c Iml nmk. s 
Axis Social 
class 
College 
status 
Gender 
Access - tiocicty bend its troll, 'A der access to educatio, 51" 
Fatal - Success will depend on luck Iý/. - 5`i; 
Fertility - Fewer and later children desired + 114 
Il fstede s Individualism is manifest in society 517, 
I: Jucati0ýn is an investment for society its it whole + 
Education is an investment tier the individual + 
I lostcdc's masculinity applies to society it,, it whole 
Ilostcdc's masculinity is developed by education + 117, 
Educatiot, promotes it materialistic outlook - Sr/t - 
Migration mentality exists in society - 1..; 
Migration is promoted by education ý 
Mobility is possible in Philippine society 
11otstedes power difference is manifest in society 
+ 5r/, 
I Iol'stcdc's power difference is promoted by education 
Education is gaud for personal development alone 
- 514 5'6 
- 514 
Education promotes Pluralism 
dticationstl quality has tot fallen 
+ I14 + 51; 
+ 5'; 
Education is relevant try individual needs 
lAtication relics on note learning 
+ S'; 
I 
Screening is manifest in society 
Screening is educations role 
51', 
+ I'; 
Free trade orientation + 51% I'; 
5.2.13. Section F- Links with social class, father and mother education and gender 
The 1, urvey group wa,, (IifferenI ialed by o-c ridcr un a nunºher ul ititiue`. I'cntales were 
suinificantly more cunýciºýuS OfC(IUCttiun', ýrr(rniný1 and crrclrntiali,, t rule, cq)ccially in 
('haplcr 5I X7 
the area of qualification inflation. On the other hand, females were more convinced than 
males of the internal relevance of education, that the education process as experienced led 
to a valuable and usable end product that would be useful to employers. They had a 
stronger belief in the capacity of education to act as an integrative force in society and 
were more confident that standards had been maintained. Females tended to be more 
fatalistic and were in strong agreement with lower fertility rates. Males were more likely to 
have a free trade, liberal economic stance and were more accommodating to the idea of 
migration for work. Males were more critical of rote learning in school, but they were 
more convinced than females about education's potential to promote personal development. 
Males were significantly more in favour of learning through the Filipino language. 
higher social class was associated with a stronger belief in education's capacity to generate 
human capital by teaching skills which would be used directly by employers. The higher 
social classes were significantly more convinced of education's capacity to transform all 
sectors of society, through achieving rural modernisation and increased pluralism. The 
same groups were more likely to view education as an investment and have a significant 
free trade, liberal economic outlook. They also tended to be less fatalistic, believed that 
qualifications and education would lead to career advancement, denying their purely 
credentialist roles. Lower social classes perceived a power difference in Philippine society, 
whilst higher social classes denied it exists. 
Parents' education level was associated with a fatalistic outlook, with children of less 
educated parents significantly more fatalistic. Mothers' education 
level was strongly linked 
with the students' expressed belief in the capacity of education to 
develop marketable skills 
and thereby human capital88. 
88 Thus confirming Birdsall and Cochrane's 
(1982) finding and Cortes' (1993) link with exam scores. 
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5.2.14. Section F- Attitudes associated with college type and social class 
The most interesting and important findings of the survey lay in the observed attitudinal 
differences across the different college types. Though students in the elite colleges were 
predominantly from the highest social class, there were some students from lower social 
classes in that group. Similarly, there were students from the highest social classes in the 
lower status colleges, particularly in Adamson University, which conforms to the 'private 
Catholic' type which is favoured by the higher social classes. It was possible, therefore, not 
only to see what trends of attitudinal difference were displayed across college types, but it 
was also possible to contrast these with attitudinal differences associated with social class. 
Inevitably, a question arises as to how much of the observed variation across college levels 
is a manifestation of the pre-existing social class difference. Though social class was 
imputed in the current study from a combination of college allegiance, parents' occupation 
and parents' education level, it can be demonstrated that there is a measurable difference 
between the attitude mix associated with social class and that associated with college type. 
This would suggest that there is an identifiable enculturation process associated with 
education level and quality, which is distinct from social class identity. Though the two 
overlap, they remain demonstrably different. This leads directly to the assertion that not 
only does participation in the education process influence attitudes and values of students, 
depending on what level of education is experienced, but also, within phases of education, 
different qualities of education promote different kinds of attitudinal change. 
College type was significantly associated with II of the defined attitudinal axes, social 
class five, with only two showing significant results for both groups. 
Students in the more 
elite colleges showed greater faith in the possibility of achieving equality 
in society 
through social mobility via merit. They were more pluralistic in outlook and more 
'masculine' in liofstede's sense in that they desired to excel and receive material rewards. 
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They believed more strongly in education's investment characteristics, both for society as a 
whole and for them in particular. They denied education's screening function, though not 
significantly, and that a wide power difference exists in the Philippines. They were less 
individualistic in Ilofstede's terminology, though this may be misleading since it is defined 
to include such things as preference for small economic units and universalism. As a 
whole, the entire survey group was very highly individualistic in the usual sense of the 
word. Students from elite colleges were more likely to tolerate rote learning in the 
classroom and were less fatalistic, though neither of these proved significant. 
When the attitudinal data was examined for significant links with social class, a similar but 
noticeably different pattern appeared. Higher social class students rejected education's 
screening or credentialist role and I lofstede's concept of power difference, though they did 
not deny that these characteristics might apply to society in general. They rejected fatalism 
and materialism, but were capitalist in outlook. When links between students' attitudes and 
the type of high school attended were inspected, the results confirmed what was found in 
relation to college level and social class. Public school students tended to be more 
acquiescent, status conscious, materialistic in outlook and pro-education than the elite 
group. The latter were more conscious of education's sorting and selection function, but 
denied that this is its prime function and did not take their own success for granted. 
5.2.15. Section F- Factor analysis of the attitudinal questions 
This was carried out as explained in Chapter Four and produced 34 factors from the 
remaining 40 questions. The 34 factors extracted are shown 
in Table 5.20 and are 
compared with the original axes of analysis which were 
developed prior to data collection. 
It can be seen that there is a high degree of association 
between the two methods of 
analysis. 
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This list of factors compared favourably with the a priori axes, some of which, as a result 
of the factor analysis, can be seen to have achieved significant results from the effect of a 
single question. When questions removed from the factor analysis were also removed from 
the original axis definitions, there emerged a strong concordance between the a priori 
definitions and the extracted factors. Of the 36 original axes, seven disappeared because 
the questions on which they were based were removed from the factor analysis. These 
were: 
Promote development (SOC) 
Screening and credentialism (SOC) 
Modernity (EDU) 
Individualism (Hofstede) (SOC) 
Relevance (SOC) 
Migration (EDU) 
Language of instruction (EDU) 
Educational quality became two new factors, 3 and 34, with quality as experienced by the 
respondent appearing as a different factor from perceptions of change in quality. Lower 
fertility also became two new factors, with a second factor apparently focusing on the 
appearance of "tradition" in the question. Both modernity (SOC) and social mobility 
(SOC) split across multiple new factors. Some 19 of the new factors, however, matched the 
original axes of analysis after the rejected questions were removed. There emerged, 
therefore, no major differences in attitudinal characteristics summarised from the two 
analysis methods, being the original a priori axes and the extracted factors. 
These 34 factors were coded as new variables and correlations between these and social 
class, college status and gender were examined. Significant results were as follows, with 
plus indicating agreement by higher social classes, higher status college and females and 
minus the opposite sense for social class and college level and greater agreement by males: 
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Table 5.21. ('orrelaiions are positive (+) or negative (-) either (N Ihre 5Y or /(/( Ie eI 
Factor 
2 
4 
7 
K 
Interpretation 
Migiation 
Individuality-pluralism 
I; duration as investment - power difference 
Modernity 
Social 
class 
+5 
College 
status 
- 5', '( 
Gentler 
- I'4 
+ 57r 
+ 5'/ 
12 Plural itini-individuality 
14 Equality 
- 5y1( 
16 Access versus sell-interest - 1'% - 5`% 18 Educational relevance (human capital) + 1'/( 
19 Fertility (traditionalism) +5(/( 5'1( 
20 Access versus cost +511( 
2I Individualism (power difference) - 5'7 -511( 
23 Materialism - 511( 
24 fatalism - I'% + 5'% 
27 1-Alucational investment 
- 5( 
33 Free trade- - 5'1( 
Higher social class is therefore associaled with: 
" belief that education prunwtes irnüvidual (Icvclopincnt and tolerance (factor 4) 
"a desire for wide access too elementary education and disassociation] with 
traditioýnalisin (factor 8) 
" helief that higher , Ial Lis joch,, hold the key tu development, i. e. they arc aware of the 
concept of human capital and believe that development can he ointulated by an 
elite t, ro)up (factor IK) 
" wantino to retain the tradition of lange Iltntilicti (factory)) 
" believing that education is an investment and proýinotes perýunal development. not 
ohedience (factor 2I ) 
" rejecting_ materialism (factor 23) 
" rejecting the role of luck (factor 24) 
ki"`hun. es from higher status colleges are associate(] with: 
" denial of power (Ii Ii'erence ( factor 7) 
" disagreement with the idea that education hrunºýýIr. ý equality (factor 14) 
" unwillingness to widen access to elementary education by redirecting funds I'runº 
tertiary education, i. e. are conscious of their own interests (Factor 16) 
"a belief that good quality education fur all would he too expensive (factor 2O) 
"a beliel'that education is an investment and promotes personal development, not 
obedience (factor 2I ) 
" it belief that education is it worthwhile investment (factor 27) 
(Wn(lk-r was associated with: 
" Innlaie" being more insistent that they do not warm tu migate (factor 2) 
" females heint more individualistic, pluralist and tolerant (factor 4) 
" females heim- inure conscious of power (ItIference (factor 7) 
" I'rnnalcs heinýg less self-interested (factor 12) 
" female` disagreeing with wi(lenin, L access to education by directing, Iuntl` It-u111 
hiu, her education (factor 16) 
" females not wanlin_i to retain the tradition of large families (Fac"tor19) 
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females tending to be more fatalistic (factor 24) 
females tending to disagree that free trade assists development (factor 33) 
In the list of 34 extracted factors social mobility appears four times (factors 1,6,13 and 22), 
access to education twice (factors 16,20) and power difference twice (factors 7,21). These 
were combined to form three new factors and correlations were examined. The combined 
access to education factor correlated positively with social class and negatively with 
gender at the 5% level, indicating that higher social classes were against increasing access 
by cutting higher education expenditure and on grounds of cost, and that females were 
willing to tolerate these actions more than males. The combined power difference factor 
correlated negatively with college status at the I% level, indicating that respondents from 
higher status colleges were less aware of power difference. 
Both the factor analysis and the a priori axes therefore produced similar results, in that 
attitudinal characteristics associated with social class and college status are similar, but not 
the same. As can be seen from Table 5.21, social class correlates with seven of the axes 
and college status six, with only one shared. Some 11 of the a priori axes and nine of the 
extracted factors showed opposite correlations between social class and college status, with 
three of the combined 20 showing one of the opposing results significant. The overall 
pattern of attitudinal responses, therefore, including the individual questions, the a priori 
axes and the extracted factors, indicates that there exists a small but observable difference 
between the respondents' social class and educational status. This suggests that exposure to 
education at different quality levels does have an observable and measurable effect on 
attitude formation, albeit small and at the level of detail. 
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5.2.16. Section G: Educational experience 
When asked what was important in building a good education, the students gave highly 
sophisticated responses. Some indicated more than one thing, giving a total of 514 
responses in all. "These were categorised by hand under a series of hrO adl headings and then 
further combined into larger groupings, as shown in "fahle 5.22 below, representing 981/ 
of all responses. It is interesting that these students place the actual academic content of the 
courses only ninth in importance. 
I able 5.22. Qualities importuni in building a good edle ation: 
Area Per cent listed 
Personal qualities and traits 17.7(1 
Individual endeavour 13.62 
Group work and communication 13.23 
Teacher and instruction quality 10.31 
Motivation 8.17 
Self-study 7.00 
Practical application of theory 5.84 
I; ('nN'' and social events S. utn 
Success, and testing 4.28 
Content and knowledge acquisition 3,70 
Resources 3.5(1 
Basic education 1.95 
Institution & hackground I. 36 
Lnýglish language 1.17 
Policy & society I. 17 
When asked to answer a similar question, but this time asking what school activity would 
raust help students get a joh, there were K groups ººf answers ((h'/ in total), with each 
group accounting for more than 311( ºrf all 556 responses. Completing the course and 
succeeding in exams, along with ability to apply skills learned were the lop scorers. 
Afler re-classifying the answers into broader groupS, icn ralcuurirý, each accuunle(I for 
more than I `/ of the total respO>nSc,. Thew are displayed in Mahle 5.2 , 
They indicate a 
I: ('A - Extra-Curricular 
Activities 
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very strong functiunalkt view of education, in that. despite 'per,, onat qualities' heing the 
highest scoring, almost 6O! / ()f responses cite quality or content of education as the thing 
that will nuost help to get a joh. A more eredentialist view ul education would have 
produced a much higher preference for the exam resulk option and a greater awareness of 
the role of laný_uaýge. 
l ahle 5.23. Qrºulitie. v prºººnmell yip' Si hoººliug º! ec'ºuecl imýºººrýuný iu hcýl/ºiuýý ºº ýýýýý u juh. 
Area Per cent listed 
Personal clualitics ? 3.74 
Skills & Knowledge 22.30 
Overall results 17.99 
('umm11iunicalion 8.99 
Quality of education 5.94 
1 amuiage 3.60 
('ont-idclice 3.24 
F CA & social evenly 3.24 
( Guidance 2.7() 
Ability & talent I. OK 
When asked what aspects of schwul were ihr most enjoyahle, social and leer interaction 
activities dominated the re punscs, but they again confirm that the come of the educational 
rrl)ccx,,, the cUntrfI, iti enjuwahie. 
Table 5.24. School ur pit iýic s /ctrl, ýýc c1 en joVO/)/e. 
Social 2 3.70 
I: CA and Activities 21.09 
(iruup werk 13.26 
Practical work 12.61 
Ct)ntcnl knt)wICII, ýC I2.6I 
"Teachers 1.35 
I>crsonal clevelupnºcnI 3.711 
Results 2.39 
Self-study 3.04 
I'hr group was then asked which personal qualities they ihou_hi were nlý, "i in, ron., ni from 
an LnIpk)yc'r', p0ýini Of view. Out (4 4,11 responue,,, 75.87'-' chose Self (liscihline. OIher 
('hapter 5 11)7 
aspects included in more than 4U'/ of resp uses were: Creativity and l Re of Iechno1or y. 
Bottom of the list were ('uriosity and Originality. Results were consistent across cullr, _es. 
When asked which qualities were developed (luring years at school, the stain responses 
were: Self-discipline 69'/ Group work 51.4'/ ,1 Inderstanding, of others 42.7/ and 
Creativity 41.3'/(. Again, the students perceive a clear concordance between what they 
think employers want and what schooling develops. 
The survey -group was then asked to give their score in the National ('olle e Entrance 
Examination "There were 336 responses to this question. Thoqoh 480 responses 
were possible in theory, only students in their second year or ahove could in fact answer 
the question, since first year students had taken a different examination associated with the 
new secondary curriculum. N('IT remained the hest 'core tu Use, since it applied tu a 
majority of the stu(lenis surveyed. 
'l able . 
5.25. Arerarge N('EL . veores overall, 
by college im il by college ivjie 
Summary of N('EE scores Exam score 
( )' eralI average 86 
AI )M 88 
)I. S 97 
1.111; 83 
PIT 87 
'I'II' 86 
t'OI: SO 
I ! 1'1 I 99 
Averages by college type 
98 
2 87 
3 81 
I'he above averages are in line with findings from elsewhere (1,1 11 I995). The fact that Ihre 
average NCI-I scores for the Ihrer colleoc level,, chi en were st clearly &lilfrrcnl acron' 
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levels but similar within them is evidence of the validity of the assumptions made and the 
reliability of observed cross-level attitudinal differences. 
When asked about school facilities and general quality of educational experience, most 
students seem to be satisfied with most aspects of school and college. Provision of 
textbooks and maintenance of facilities are not judged adequate, however, with only about 
50% of students satisfied with these aspects. In general, students from lower quality 
colleges were less likely to be critical than students from the highest quality colleges. Over 
95% of respondents believed that their education had developed their love of God, 
stressing that, as far as the students surveyed were concerned, one of the main goals set for 
education by national government in the Philippines is being achieved. Modernity 
theorists, however, associate less stress on religion with modern values. This is the only 
area where the sampled HE students' attitudes differed significantly from the generally 
defined set of modern attitudes. 
5.2.17. Section H Comments 
Respondents were given one full side of the questionnaire on which to offer their 
comments. Some 215 comments were made, but most merely offered more detail on 
answers given elsewhere. Answers were classified into categories. Some answers made 
highly specific points. These have not been forced into any of the more general categories, 
so the frequency of occurrence within some categories 
is one. A list of responses is shown 
in Table 5.26. 
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l ahfe 5.26. General ommenis. /ro, n respondents. 
Comment 
General pro-educatiun remarks 
Widen access to education 
General anti-MIcation experience based on inadequate facilities 
General anti-education experience based on poor duality (inc. poor teaching) 
Fees too hioh 
Wanted toi do a different course, or about to Iransler (almost all education 
students) 
Poor quality of c(lucation in public schools 
Good quality of education in public schools 
Criticism of questionnaire (too lone, boring etc. ) (almost all from Univ. of 
the East) 
"Thanks for the questionnaire 
I ugh school used a split day, with two separate intakes in morning and 
afternoon 
Best jobs always go to the elite 
Success is based on individual endeavour 
Success is down tu luck 
Anti-exam ticntinicnt 
Family is the inºpurlant unit and influence 
Joh market is unfair, especially recnºitnient proce. 
People nºigratc overseas to obtain higher status 
Courses on offer are irrelevant 
('riticisnn of international order and effect on Philippine development 
Pro-nationalist sentiunent 
Contacts important fur employment prospects 
5.3. Results of the in-depth interviews`10 and group discussion 
A , biking, and consistent ohscrvatiun was the different concept of the individual within 
pux>rcr economic strata and lower social classes, hoih aii o host the interviewer' and 
3 
13 
15 
1 
i 
i 
i 
i 
i 
i 
i 
i 
i 
i 
i 
anu>ngSt the urban pour coýnnniunity. A very strong inlluence on peoples thinkinýý was Ihr 
concept oaf /Eukikisunflu. "I'hiti translates roughly as 'peer relations', but also corresponds wilh 
what Lynch (I 984) described as . smooth 
inter-personal relations (SIR). Poorer 
stressed their inter-relationship with others in the cuninmunity, statin_-I that in tunes when it 
person Of family was suffering hard times, then others would share f()(xl and other 
resources to help Mut. In one interviewees words, "when you are poor /E! kikisamet IS your 
Frequency 
6 
2( ) 
17 
8 
1O 
ý") SantpIcs of detailed transcripts can he found in Appendix 0. 
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wealth". This created debts of gratitude, utang na loob, which must be honoured. Not to 
do so would risk provoking ill feeling, ostracism and withdrawal of future goodwill. The 
concept has also been extended to include 'levelling, the tendency of the Philippine poor 
not to want to stand out from the crowd by being too successful (Guthrie 1971). In rural 
settings this has the effect of not wanting to implement modem techniques to increase 
production and earnings (Weekes 1988). One interviewee, a member of an ethnic minority 
group from Mountain Province in northern Luzon, stressed that her people regarded all 
land as commonly owned, with an individual simply not having the right to use it for 
purely personal gain. 
In urban poor communities, pakikisaina also seemed to require that educationally an 
individual tries to perform in a manner similar to that of the peer group, so as not to 
threaten relationships. This calculated under-performance was not a reaction against 
education, an establishment, institution or imposed culture, but arose from a sense of 
common interest and inter-dependence. It identified immediately and acutely that pursuing 
individual advantage and achievement is related to class identity, economic status, 
institutional ethos or perhaps a belief in the relevance and benefit of the education process. 
Also, because of the inter-dependent nature of communities, too strong an assertion of 
individuality was seen as a risk which may have consequences for the individual's and the 
family's ability to sustain day-to-day life. Given that Philippine society is characterised by 
widespread poverty and educational under-achievement by poorer students, there appeared 
to be a mutually reinforcing pattern of wastage of potential skills and talent. 
This finding requires some re-interpretation of the highly individualistic attitudes of the 
surveyed higher education students. Though not all of the survey participants were from 
the higher social and economic classes, there was a higher proportion of those groups 
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represented than in the wider population. Students from lower social or economic groups 
had to cope with the conflict generated by pressure to conform with attitudes associated 
with lower social status. It is perhaps valid, therefore, to conclude that lower class students 
have often had to forge new and different types of relationships with their peers, just to 
stay in the educational process. The attitudinal changes, according to the evidence in this 
study, must involve rejection of the value structures associated with their social 
background. Equally it is also indicative of the duality of the Philippine economy in that, 
in order to establish criteria for employment in the modem sector, a lower social class 
individual may need to shun publicly or sever connections with the deeply felt values and 
assumptions which characterise poorer communities. 
Interviewees, however, were as convinced of the importance and efficacy of education as 
those who completed the questionnaire survey. Education meant access to jobs and thereby 
to personal and economic improvement or mobility. Educational survival, however, was 
identified more with the rich than the poor. It was seen to build confidence, self-reliance 
and a sense of responsibility for one's own actions. This identification of the growth in 
importance of the individual and individual action must be associated with a 
commensurate weakening of pakikisama and ties with community interests, so higher 
levels of education were associated with the development of a'free agent'. Education also 
was seen to promote an awareness of God, without which, it was generally assumed in this 
intensely pious country, no-one can live any kind of life. It also, perhaps paradoxically, 
was seen as an agent building respect for elders. There is a possible source of conflict here, 
since exposure to education would be likely to reduce this. 
That education develops skills was generally agreed. There was no evidence of an overt 
belief that education was merely a screening system. Amongst the less educated 
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interviewees, literacy and numeracy were identified as the most useful skills and were cited 
as prerequisites for any employment. It was recognised that wage employment, especially 
white-collar jobs with any degree of perceived status, needed English, and that it was 
education which developed this. In addition, education was seen to promote decision- 
making and analytical skills, which modernisation theory labels as allocative ability, a skill 
the interview respondents felt they themselves lacked. 
In terms of overall appreciation of the role of education, it is remarkable that across social 
classes and economic groups, there was very little deviation from the almost unquestioning 
belief that the education process had the capability of delivering benefit, mobility, skills, 
employment, higher earnings and enhanced personal qualities. Respondents were 
unanimous that education should be for all, with the widest possible access being desired. 
There were consistent calls for increased government expenditure on education to increase 
both provision and quality. Inequality of opportunity within the system was also acutely 
perceived, however. 
Poverty was repeatedly cited as the main reason for incomplete cycles of education, though 
other reasons were also given. Family problems, especially family break-up, were cited as 
another common reason for drop-out. Some students also dropped out because of the size 
of the debt they had built up to finance their education. It is not common, but also not 
unknown for parents to regard school fees as loans to their children. No evidence of this 
could be gleaned from analysis of the survey data, however. The answers to attitude 
question 51, 'My increased earnings as a result of education will not make up for what I 
have paid in school and college fees', was correlated with college type, with those from 
lower status colleges less confident about the quality of their investment. 
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Parents amongst the interviewees reported that anything between 40% and 80% of family 
income was spent on education and it appeared that the proportion of family expenditure 
devoted to education was higher for more highly educated parents. Respondents were 
keenly aware of a market in education, with private Catholic schools at all levels perceived 
as having the highest status. Private education in general was seen as superior in all 
respects to public. Only one interviewee chose a course of study to facilitate migration. In 
fact she dropped out of the course and so had no access to overseas work. Survey data was 
then investigated to establish if there was any evidence for linking particular courses of 
study with a desire to migrate for work. No such links were found. 
The findings expressed above were corroborated during the meeting with urban poor 
women in Quezon City. A full report on that meeting can be seen in Appendix 5. 
Particularly interesting in that meeting was the confirmation that most primary school 
classrooms are highly competitive places, with a student's physical location in the room 
often linked to academic performance and general attitude. Given what emerged from the 
interviews about higher academic achievement being associated with a rejection of one's 
peers' general attitudes, this element of competition clearly makes such achievement a very 
difficult process for any individual, especially someone from a lower social class where 
rejection of peer values is also required. One interviewee, estranged from her husband and 
with seven children surviving from the 12 she had borne, had recently enrolled her 13 year 
old son in Grade 1 elementary school. Isis 12 year old sister collected garbage and sold 
cigarettes in the traffic to supplement family income to assist him. One can only assume 
that, despite his sister's efforts, he would start at the back of the class and stay there. I Iis 
mother, however, still thanked her own schooling for literacy and numeracy, which 
enabled her to buy and sell, allowing her to make roughly a dollar a day. 
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An opinion expressed in the meeting, which was contradicted by the findings of the 
questionnaire, was that most young people wanted to become overseas workers for the 
higher status and earnings. The urban poor women basically regarded a full overseas 
contract worker as a person with a college degree and a good salary. Filipinos who 
migrated for the more poorly paid jobs were not regarded with any degree of envy, 
suggesting that even the urban poor community was seen as a better standard of life than 
that available as an unskilled worker overseas. 
The urban poor group was highly positive about the potential role education might play in 
their children's lives. A high proportion of family income was spent on education (about 
50%) and private, especially Catholic schools, were seen as higher status and quality than 
public. This private sector was seen as expensive, however, and beyond the means of most 
families. Some families, however, were funding education of this type for one or more 
children. They were acutely aware of the difference in ethos between public and private 
schools. The fees paid were seen as an investment in the student's greater chance of 
securing a well-paid job, but schooling differences in the family caused tensions when 
inadequate funds meant that not all children could benefit. 
The highly competitive nature of the system, even at elementary level, was frequently 
cited. Teachers in public schools were criticised for absenteeism and lack of commitment 
and there was considerable dissatisfaction with general educational quality, school 
facilities, general conditions and teacher attitudes. Frequent references were made to 
inadequate school buildings, poor maintenance, too few resources, such as books, and lack 
of teachers. Interviewees described how students were often shamed or cursed by teachers 
in front of their classmates. Lack of provision for slow learners and non-existent careers 
guidance were also mentioned. Overall, public schools were perceived as not imparting the 
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right moral values. The teaching of reading and English language were heavily criticised, 
with this identified as the greatest hindrance to educational progress. An interviewee had 
used a proverb to describe the teacher as a "second parent", but then related that meals at 
the school canteen were more expensive than in local restaurants because the school's 
teachers were running it as a business for their own profit. 
After some time, more negative views of education emerged. The urban poor group 
generally thought that to get quality, they would have to pay for higher status private 
schools, which they could not afford. An interviewee had said, "If education only 
guarantees the rights of those who have money, then it is not quality education". 
Employment chances were seen as linked to completion of private sector schooling and 
then college, the more elite, the better. Having identified that it was the rich who could 
afford these things and who could therefore benefit from education, it was also stated that 
there was no other choice of action available. To have little or no education would mean 
low paid casual work at best and no prospect of ever getting out of the shantytown. 
5.4. Summary 
The most striking characteristic to emerge from the interviews was the very different 
understanding of the scope for individual action amongst the less educated group. The 
interviewees with exposure to only primary or poor quality education did not seem to have 
developed the individuality characteristics that were so evident in the survey group. They 
wanted access to mobility, merit and material rewards, but they believed these things were 
not available to them. They believed that in order to attain the education that they saw as 
an essential stage in their achievement, they would need access to financial and other 
resources that they did not have. They expressed the view that only high quality education 
delivered products they desired and knew that they had access only to poor quality public 
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schools which cannot assist them. Much publicised aims of education policy in the 1980s 
and 1990s were the reform and improvement of public education, primary schools in 
particular, the provision of textbooks and the widening of access to education. It seems that 
the popular perception is that these goals were not achieved. The increased marketisation 
of higher and especially secondary education has in fact made it harder for people to access 
the kind of education that would produce the personal, social and national transformations 
which the now dominant policy sought to achieve. 
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Chapter Six 
Results and conclusions 
6.1. Introduction 
Education in the Philippines has been ascribed many varied goals. It will stimulate modem 
development, inculcate democratic principles, mould individual and collective character, 
deliver and promote national identity and encourage spirituality, among others, as 
indicated in the 1987 constitution. This study has concentrated on perceptions of Philippine 
education, notably judgments as to whether the system is delivering all or any of the above 
goals and whether it promotes the formation of attitudes deemed essential for 
modernisation. Since Philippine society is highly stratified by class and inequality (Gerson 
1988,1998), the study also addressed whether education re-affirmed these inequalities 
through class bias, screening or institutional ethos or whether it challenged them. It was 
further postulated that education might be promoting a migration mentality, leading to the 
export of a significant proportion of the system's graduates. The study investigated whether 
this process was perceived by participants in the system. 
The following sections draw conclusions from theory and the observed results of the study. 
Interview and questionnaire findings are placed alongside relevant concepts to evaluate 
how Philippine education is perceived to operate in various areas. The intention is to 
present a rounded picture of the kind of attitudinal development promoted within 
Philippine education, as perceived by participants in the system. 
6.2. Access to education, its role in development and employment prospects 
Across the entire spectrum of interviewees and survey respondents there was an almost 
unquestioning belief that education contributes to personal and national development and 
that the widest possible access is essential. On access, there was general belief that 
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providing education for everyone would not be too expensive and that to do so would be 
beneficial for society as a whole. Reducing funds allocated to higher education, however, 
was not popular amongst those already in college. Clearly, participants in the system were 
fully aware that cutting costs would reduce the quality of service or increase fees or both. 
Paying for education was seen as an investment especially amongst students in elite 
colleges, the higher social classes and amongst those with more highly educated parents. 
Significantly, those respondents in the lower status colleges were more sceptical, 
indicating a high degree of realism about the overall role of status in the job market. On 
perception of job opportunities, higher education students were divided. The more elite 
students of more highly educated parents were more worried about the availability of 
employment. This perhaps indicates a highly realistic appraisal of opportunities available 
and a less unquestioning belief in the ability of educational qualifications alone to deliver 
access to employment. On the other hand, it is also possible that students in the higher 
status universities were more ambitious and recognised that they would have to compete 
with their peers to realise their ambition. 
Amongst survey respondents, there was a very strong belief that education was worthwhile 
and rewarding. This increased with status of college, social class and parent's education 
level. There was no evidence to support the prevalence of boring and mechanical activities 
aimed primarily at certification, as predicted in credentialist theory. Amongst interviewees 
at all levels, the same belief was expressed. But, at the institutional and educational status 
level, there were some clear differences. Overall quality was perceived as not having 
declined, but elite students think it has. Higher education respondents have generally had a 
good educational experience and were taught by qualified teachers. Those who attended 
public schools, however, tended to report poor quality facilities and buildings. Interview 
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respondents described a highly competitive and, for some, alienating atmosphere in public 
school classrooms, especially at elementary level. 
Desire to be taught in English is strong, especially amongst elite students. When this is 
placed alongside findings from the PMAP (1994) survey, an interesting proposition 
emerges. English language proficiency is used as a screen by employers. Those with 
English may be considered for professional, white-collar or clerical employment 
depending on qualification. Those without proficiency in English are considered for blue- 
collar or'vocational' positions. Filipinos who have not completed secondary school work 
mainly in the informal sector or part-time or in the most menial jobs in the modern sector, 
if they work at all. This, in itself, is evidence for the existence of a dual labour market and 
one where the qualifying credential is English language competence. There seems to be an 
abundance of college graduates with some English, but few opportunities for good quality 
employment. Graduates who could not obtain primary sector employment would then 
have three choices. They could: 
1. re-enter education to upgrade their qualifications. 
2. take lower status jobs in the secondary sector. 
3. consider migration. 
The first option would be too expensive for all but elite students. Of the students surveyed, 
only 3 students (0.6%) had actually completed a previous college course, indicating that 
there is little evidence in the Philippines for the credentialist notion that students will try to 
upgrade their qualification status. Some 39 students (8.1 %) had attended more than 
college, but in most cases this represented the student re-starting the four-year cycle on a 
different course or as a repeater. A few students had completed two-year technician 
courses and were clearly upgrading to a full first degree. The second option is a realistic 
one, but rates of pay and status would be considered derisory. Option three is available 
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and, although many migrants would not be able to secure the status of employment they 
might desire, they would certainly earn more as a migrant in a secondary sector post 
overseas than they would in a similar post at home. Education in the Philippines, therefore, 
appears to provide a screen for employers in the form of English language competence. It 
also facilitates migration, but apparently does not promote it. If anything promotes 
migration from the Philippines, it is the push of lack of opportunity at home, except at low 
pay, coupled with the pull of at least similar status with higher pay overseas. This also 
explains why the educated are more likely to migrate and how this migration is facilitated 
by the use of English as education's medium of instruction. 
Parents who can afford private elementary education know that it gives their children a 
head start since students in the sector work mainly through English, thus building up their 
language skills. Students in public schools work mainly through Tagalog or indigenous 
languages in the early years. Though this ought to improve cognition and knowledge 
acquisition in general, its potential effects are diminished by the highly competitive nature 
of the public school classroom, which does appear to conform in part to the alienating 
model described by screening theorists, but not for reasons predicted by the theory. 
Curricular differences and the use of different languages in the lower levels of schooling 
allow elite monopoly of education to be maintained, since the elite sector uses primarily 
English. Questionnaire respondents were generally conservative in their lack of desire to 
see change in educational practices, however. Elite students, especially those who 
had 
attended private schools, did not think that there was too much rote 
learning, but agreed 
that many school subjects lacked relevance for most people. 
On the other hand, the 
students surveyed did perceive that their chosen course of study was completely relevant 
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for their intended career. College degrees, therefore, were not seen primarily as credentials 
in a screening process. 
Males were more critical of their school experience than females, but overall there was no 
significant difference on acquiescence between males and females, contradicting the 
findings of Lynch (1984). There was a greater tendency to acquiesce amongst public 
school students, who are also generally lower class, so there may be a much greater level 
of dissatisfaction about education in general than was expressed in answers to the 
questionnaire. This might add some weight to the screening hypothesis, since it would 
indicate that the school's certification function might have deleterious effects'on the 
curriculum, in line with Dore's (1980) suggestion. It also tallies with responses from 
interviewees. After expressing a generally positive opinion about their own and their 
children's education, they tended to temper this on deeper questioning. Several criticisms 
then came to light about public schools in particular. These related to poor teaching, 
perceived deterioration in quality, the highly competitive nature of the classroom, the 
alienation felt by those belittled in the process and a sense that some students were rejected 
by teachers and school systems alike. That there was no alternative, and that, given the 
choice, everyone would opt for a private Catholic education were also clearly stated, as 
was the fact that the latter option was beyond the means of most people. Overall, however, 
the survey responses were very positive about all kinds of schools. They praised teachers, 
curriculum and many other aspects of education, with the main negative area being that of 
dissatisfaction with facilities and resources. 
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6.3. Human capital, functionalism, skills and productivity. 
Philippine education is definitely perceived as generating human capital in the form of 
employable skills and aptitudes. The current study has examined perceptions of human 
capital from several qualitative angles and the findings are consistent. 
Over 88% of those surveyed expected a job directly related to the content of their study 
and in line with the intended progression from their course. In interviews at all levels 
respondents displayed little or no tendency to doubt whether the content of study and the 
eventual employment type were not only strongly linked, but no less than necessary and 
essential elements in a single process. Studying criminology leads to employment as 
policeman, education leads to teaching, and accountancy to an accountant. If more general 
courses, such as those in business or commerce, do not have a completely clear focus, this 
is not a characteristic peculiar to the Philippines. It would be expected that if screening was 
seen as a major element in employment selection, then both participants within the system 
and observers from without would perceive it by questioning the functional link between 
what is learned and its eventual practical application. 
Philippine higher education is often criticised on the grounds of quality. Graduates are 
described as lacking in employment skills and competence. The PMAP survey (1994) 
found that some employers had complaints about skill levels of some applicants. On the 
whole, however, this would not appear to be any more marked a criticism than would be 
found elsewhere. Indeed, the fact that so many Filipinos secure employment overseas 
suggests that employers in general are satisfied with the skill levels on offer. 
Complications arising from the competitive advantage conferred by English language skills 
and willingness to accept positions perceived as below their qualification level may 
question this assumption. On balance, however, there are so many Filipino migrants in 
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technical and skilled positions overseas that the levels of human capital formation across 
the system as a whole are acceptable. This does not rule out that qualification level and 
type may influence or even determine the type of migration - spontaneous or managed - 
available to an individual, which would constitute a different form of screening. 
The study does not disprove that screening operates within the Philippines. What is 
suggested is that it is not perceived as the prime method of selection for first employment. 
The possession or otherwise of particular functional skills is the prime and overwhelmingly 
accepted qualification for employment. A small proportion (2.7%) of students implied that 
their participation in education might lead to'any job' and less than 12% indicated a job 
unrelated to their course of study. This response was not linked either to social class of 
respondent or to institution attended. There was a slight tendency for it to be associated 
with especially low status courses such as education, but this link was not found to be 
significant. If screening were perceived as the prime mechanism for employment selection, 
then a significant proportion of the responses ought to have questioned this direct 
functional link. The survey participants seemed willing and able to express opinions and to 
respond accurately to the complex questionnaire, indicating their well-developed allocative 
ability. If screening were the prime employment selection mechanism, it would be apparent 
- even obvious - to a large proportion of the students 
in the system. This sample of highly 
intelligent and competent students did not identify screening as operating in the 
Philippines. 
Some respondents listed high status occupations as their desired option. Such things as 
'manage' or'own business' may not indicate a direct functional link between content of 
study and employment activity, but equally these students did not imply that this eventual 
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intended ambition would in any way by-pass prior employment in their chosen field. Such 
responses, therefore, did not represent evidence of a belief that screening applies. 
Responses to the question, "education builds skills which employers value and use", 
elicited over 95% agreement in the survey. Almost 85% of respondents believed that 
education promotes national development and almost two thirds agreed that quality of 
human capital had a direct bearing on economic performance. Three quarters of the sample 
believed that literacy and numeracy development throughout the entire population was 
desirable, implying that acquiring the skills themselves was perceived as beneficial. 
Whether all parts of the system generate these skill levels, however, is debatable. There 
was evidence from interviewees and some survey respondents that the public education 
system concentrates heavily on competition and selection, thus suggesting that screening 
may be its prime function. This opens up the possibility that, if screening does operate in 
the Philippines, then the prime area where it operates is in access to higher education. A 
combination of competition, poor quality and inconsistent curricula in public schools 
ensures that only a minority of students from that sector will have access to a college 
education. This screening operates via elementary and high school graduation grades and 
via English language competence, since the higher education entrance exam is in English. 
It also operates via cost, since quality courses and institutions, both at the secondary and 
higher levels are expensive, as observed by Cones (1993). The increased marketisation of 
education brought about by the application of the education reforms of the 1970s and 
1980s, therefore, can only have strengthened the screening role of higher education by 
making it more expensive. It therefore reduced the system's potential to stimulate mobility 
via merit, a product that the policy, itself, saw as desirable. 
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If screening does operate in the Philippines, it is attending college and completing a course 
that is its prime mechanism. The questionnaire respondents were beyond the screen and 
knew it, so it was no longer a concern for them. The interview respondents, especially the 
least educationally qualified, stressed the importance of education to the highest level, 
wanted their children to achieve that status and, though it was expensive, perceived no 
possible alternative. 
6.4. Individualism 
One of the most striking and consistent findings is in the promotion of individuality and 
the ideology of individual worth and identity, rather than group association. The concept 
has various facets: power over one's own future; one's right to pursue personal and 
potentially independent priorities; the ability and freedom to make personal decisions. 
Exposure to education and to higher status education in particular seems to develop this 
trait very strongly indeed. 
Though the study did not research individual and group identity and allegiance among the 
whole population, it seemed to corroborate previous findings. Group identity and inter- 
dependence were very strong within poorer and less educated communities, with the 
concept of pakikisama pragmatically uppermost amongst criteria mediating action and 
interaction. This can be seen as a social, cultural, psychological or perhaps economic 
characteristic. It is perhaps an holistic response to economic and social inter-dependence, 
an essential tactic in an overall strategy of coping with poverty, poor 
life chances, lack of 
employment and everything else associated with the exigencies of marginality. It 
is not 
specifically a rural or ethnic phenomenon. It may have roots 
in historical and deeply held 
'traditional' values, but as described and expressed in interviews during the current study, it 
seems to be a response to the economic conditions within which poor communities have to 
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survive. People in such situations cannot afford individuality, because they do not have 
access to the resources needed to support self-sufficiency. Their only fall-back position in 
hard times is the community and their peers. Reliance on group identity is thus associated 
with poorer communities, lower social class, insecure employment and lower educational 
achievement. Equally, higher levels of individualism are associated with higher social 
class, greater wealth and greater access and exposure to education. 
Amongst higher education students surveyed, almost 95% believed that solving one's own 
problems was a sign of success and strength and 85% perceived that they themselves 
would determine their own future. They believe education promotes independent thinking 
and demand the right to make their own employment decisions. They believe that it is good 
to question prevailing assumptions and to disagree when appropriate. 
Growth in individualism, more than any other aspect, reduces adherence to fatalism. The 
role of luck is downgraded, relative to that which pertains amongst less educated groups. 
Increased awareness of individual potential, however, does not necessarily alienate the 
individual from existing structures. Education is perceived as promoting an understanding 
of others and, if required, the family is always there to help if the individual cannot cope. 
But the hegemony of unquestioning adherence to the views of elders has been eroded, as 
has any perceived requirement to reproduce particular economic, employment or social 
identity. Unquestioning respect for elders decreases with increased exposure to education 
and forms a major cultural transformation, towards the positivism predicted 
by 
modernisation, which must be effected by lower status and poorer students to secure 
educational progression. The transformation is significantly easier 
for other groups where 
promotion and accommodation of these attitudes 
is already stronger through its 
development in primary socialisation. Though the influence of the family is decreased by 
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the educational process, its continued importance to many individuals at all educational 
levels indicates that it is not an attitude of rejection which is engendered. 
Collectively, the attitude questions allowed evaluation of how individuality was perceived 
across society in general and different educational levels in particular. As a society-level 
characteristic, individualism was viewed very positively across college types and social 
classes. There was equally strong agreement that it is promoted and developed by 
education, with lower status colleges the most conscious of this, perhaps because of the 
extra compensatory emphasis placed on the development of a trait known to be associated 
with higher status institutions. Across both the social and educational effects, as defined in 
this study, it was the educational background of the respondents' parents that appeared to 
be most strongly linked with a desire for, and expressions of individuality. 
Ilofstede's notion of individualism includes the desire for material success. Although 
inclusion of this aspect did not alter the overall desirability of individualism, the higher 
social class students expressed distinct reluctance to advertise wealth and status. llere, 
perhaps, is a perfect example of the difference between intention and action. Though these 
individuals may express a reluctance to display wealth and status, one may assume that 
when they achieve both then they will pursue a material lifestyle to match their resources. 
The concept of individualism is central to modernisation, since it weakens family ties, 
promotes association with career function and increases the pursuit of materialism. 
Education does indeed appear to engender greater individualism and participants are aware 
of its development. Furthermore, the current study suggests that this occurs 
independently 
of class or institutional background through a specifically educational effect. A different 
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kind of survey would be required to exclude the possibility that it arises out of the self- 
selection of individuals with a greater initial propensity to develop the trait, however. 
6.5. Fertility 
A generally held opinion is that increased levels of education are associated with lower 
birth rates and having families later in life. National birth rates in the Philippines remain 
high and families are large. The widespread and pious adherence to Roman Catholicism 
means that at least officially birth control is shunned. Among interview respondents, lower 
social class subjects tended to be from larger families. Among the college students 
surveyed, 53% were either first or second born. Links were identified with social class and 
parental educational level, with higher social class and more highly educated parents 
having fewer and later children. This was seen as desirable among survey respondents. 
Directly challenging the Catholic Church teaching by questioning whether having children 
is the purpose of marriage produced a split response on the side of disagreement. In a 
country where religion and the church play such an important part, it is remarkable that 
such a high proportion of respondents was willing to indicate disagreement. 
Overall, however, there was strong adherence to the desirability of lower fertility rates, 
especially amongst females and those with highly educated mothers. Education clearly has 
the effect of promoting lower fertility and having families later in life, and not just because 
it occupies the individual's time! 
6.6. Migration 
Interviews conducted to establish directions for the current study suggested a strong belief 
that many young Filipinos wanted to migrate for work and that such people identified with 
a strongly pro-Western outlook. Attitudes towards migration were examined in several 
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ways, both through interviews and questionnaires. Some people do want to migrate and 
some people pursue education in order to facilitate this. On the basis of the current survey, 
about 8% of higher education students think this way. About two thirds definitely want to 
stay at home, with around a quarter of the respondents uncommitted. The respondents do, 
however, agree that education facilitates an overseas move, if that is desired. From 
interviews there was evidence that particular courses of study were perceived as directly 
facilitating an overseas move, especially by those with a pre-existing desire to migrate. 
Overall, it seems that across the whole society people understand very accurately what is at 
stake and how the education and employment systems operate. The current survey found 
almost 70% of higher education students able to identify at least one overseas contract 
worker (OCW) in the extended family. Though there was no apparent link between having 
a migrant in the family and social class, lower social class respondents were more likely to 
report an immediate family member working overseas. Also, the migrant's work type 
showed a link with the respondent's social class, providing support for the idea that 
different types of migratory pressure act in different sectors of society. The findings 
suggest that both push and pull factors operate on lower social class and less educated 
migrants, rendering the process managed in llauser's (1985) terminology. Professional and 
higher social class migrants conform to the spontaneous model, however, influenced 
mainly by pull factors. Given that lower social class families show a greater likelihood of 
having an immediate family member working overseas, this suggests that one motivation 
to migrate may be the provision of school and college fees at home. 
The reported locations of OCWs are concentrated in a few areas. Portes and Walton's 
(1981) criteria seem to be important, in that the migration does seem to involve particular 
sectors of Philippine society and that the movements conform to patterns, especially in 
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areas where there are existing linkages. It suggests that networking of information about 
migration does operate. Attitudes towards migration suggest that Bello et al's (1984) 
finding that about 7% of graduates migrate still applies. Bello also found that the more elite 
graduates showed the highest tendency to migrate, though in the current study members of 
the elite colleges were the most vehement in their determination to stay at home. This 
underlines the fact that the current study is about perceptions and not actions. The eventual 
greater migration levels of elite graduates, if demonstrated, adds further weight to the pull 
character of the process in their case. Reasons for their migration do not arise until after 
employment and career have begun. Where push factors predominate, these are 
presumably known in advance, except in the case where inability to find a job after 
graduation adds a further factor. The general result was confirmed by answers in Section E 
of the questionnaire, where there were strong indications that the respondents wanted to 
stay at home, especially amongst elite colleges. As first choice for employment, the 
Philippines drops by about 20% when the actual likelihood of obtaining employment is 
raised. This indicates realism about employment prospects and identifies lack of growth 
and development at home as a significant push factor in migration decisions. Students were 
generally - and surprisingly - unaware of employment possibilities 
in ASEAN and showed 
a marked preference to migrate to the USA if they were forced into making a move. 
The motivation for making any move, however, seems to be highly pragmatic for most 
migrants. There are basically two reasons for migrating - 
higher earnings and employment 
opportunity. Higher status thereby gained was a secondary 
but less important aspect. No 
other motivation for migration was significant. 
Urban poor interviewees did not appear to 
be well informed about the type of work done by 
OCWs or the salary levels to be expected 
and perceived the migration option as available primarily to the educated. 
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About half of the respondents in the survey had moved from the family home to attend 
college. Given the Ilarris-Todaro model of migration, where the perceived benefits at 
destination are deemed to motivate the process, and given further the suggestion that 
moving for education might be a first stage in step-wise migration, it might be expected - 
especially among those who have moved for college - that there would be evidence of an 
incorporation of a pro-migratory ethos into students' attitudes. The current survey found 
this was not the case. The conclusion, therefore, is that push factors predominate in 
migration of Filipinos, the prime contender being the low probability of social mobility or 
even modem sector employment on graduation. Underlining the difference between 
attitude and action, females are more opposed to the idea, but - given current patterns - will 
be more likely actually to migrate. Parents' educational level is also significant, with 
students having higher educated parents more opposed to migration. 
Education in the Philippines does not appear to be a direct contributory factor to overseas 
migration. It does teach skills, generate human capital and, perhaps most importantly, 
develop English language competence, all of which are in demand in the international 
labour market. The Philippines produces large numbers of highly educated, qualified, 
competent English-speaking graduates who are willing to accept low wage rates. There 
exist professionals from many countries and in many sectors, who migrate for career 
advancement, increased status and higher earnings. There are also many nations with large 
pools of unskilled labour, which can be hired at low wage rates. The Philippines has these 
groups also, but it is one of only a few countries offering a supply of English-speaking 
college graduates, who can competently occupy service, clerical and other white collar 
positions at relatively low pay. There might be evidence here for an international division 
of labour of the type suggested by Portes and Walton (1981). The current study suggests, 
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however, that there is no evidence to indicate that the education process or system per se 
promotes either migration or attitudes which make it more likely. 
6.7. Elementary education 
Perhaps the most interesting result relates to an aspect which was not stressed in the 
original design. This lies in the area of elementary education. Four types of elementary 
school were identified from responses and theory - private Catholic, private, public urban 
and public rural. There were significant correlations between elementary school type, high 
school type, college level and social class. This pointed to the elite status of private 
education and of the private Catholic schools in particular, plus the high degree of class 
stratification within the system. In the Philippine education market, the private Catholic 
schools offer the highest quality product and this is accessible primarily to higher earning 
and higher status families. This was corroborated consistently by interview data. There are, 
however, school and college effects which are independent of class. Education does not 
simply re-affirm existing beliefs and identities. It may re-confer and confirm status, but it 
does not do it simply by reproducing pre-existing beliefs. 
Especially in higher education, attending an elite institution gives access to higher paid 
employment. But the survey suggests that the most important tactic to employ to achieve 
this status is to pay for Catholic elementary school. If screening operates explicitly and 
identifiably in the Philippines, it operates at the age of five - and perhaps even before, since 
it is often not possible to gain entry into most of the prestigious elementary schools unless 
a child is an existing kindergarten student. Places are 
few in number, expensive and 
awarded subject to entrance examination (at the age of 
five) conducted in English (Nyuda 
1995). There is an identifiable screen and it operates via a combination of wealth and 
ability to use English. 
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On grounds of cost, accessibility and language, only the highest social and economic class 
families can even aspire to send their children to such schools. But there is no better way of 
increasing the child's chance of eventual educational success and thereby access to highly 
paid jobs. From the first day in kindergarten, it is the child's adoption and use of English 
which will be the mechanism which will equip the student to satisfy the screening 
requirements. Higher education students in the current survey were not conscious of a 
screen operating directly in college or high school. This is perhaps because by high school 
age, they have already come through it. 
Social class and high school type were highly correlated, with higher social class parents 
favouring private Catholic schools. High school type is also highly correlated with college 
status, with over half of the whole group coming from private Catholic or other private 
schools. A market in education does operate in the Philippines, and at all levels those 
involved understand perfectly well how it operates. This knowledge led several of the 
urban poor families interviewed to spend approximately half of the family earnings on 
sending just one of several children to a private Catholic school, other children being 
required through lack of resources to attend lower status schools. 
6.8. Neo-colonial identity and state formation 
Critics of Philippine education have often referred to its neo-colonial status. Given the 
account of education's perceived historical role, it is striking how similar was the situation 
in the 1990s to that which pertained at the turn of the 20th century. Taking both the Spanish 
and US periods together, common threads characterising colonial education were its 
general availability, its varied quality, its use of a non-indigenous language in the elite 
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sector and an indigenous language in the public sector, its perceived role in state formation 
and its stratification into identifiable elite and non-elite sectors. 
A century later, there are still calls for education to help define and promote the identity of 
a Filipino nation (Rola 1992). The language of instruction throughout the system remains a 
foreign one, where nationally on standardised tests, teachers, who may speak neither 
English nor Tagalog, display lower competence than the students (Ilarper1995). Issues of 
elite domination, centralisation, drop-out and access still need to be addressed. 
The elite products of education, as demonstrated in the current study, are culturally 
different from other Filipinos and, via private elementary schools, private high schools and 
elite colleges, are prepared for a lifestyle which is unavailable to and unattainable by the 
vast majority of the population. Philippine education conforms to the Western type, as 
described by Ilawes and Stephens (1990), with the proviso that it may only be a force for 
change in this one aspect of enculturation of the lower social classes into adopting certain 
attitudes which, in the Philippines, means largely elite attitudes. At the start of the 
twentieth century, the Philippines had a recognised regional advantage in human capital 
over its neighbours. After a century of ostensibly high enrolments in all education sectors, 
it is still not generating economic development at the rate of its neighbours despite its 
original human capital advantage; and neither is it, because of poor chances of social 
mobility, developing a growing middle class (Manila Times 1995). Its regional neighbours, 
in contrast, have widened access to education at all levels whilst also improving quality. 
Opportunities for employment and through that social mobility in their fast-growing 
economies have created a mutually reinforcing process of educational and social 
development that the Philippines, at the start of the reform period, sought to create for 
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itself. It is perhaps the education system's highly inegalitarian nature and its domination by 
a small elite sector which has prevented the attainment of this goal. 
The survey suggests that the education system seems to be effective in developing modern 
attitudes in all of those who survive beyond secondary level. But it is the high direct costs 
and the highly stratified nature of Philippine education, especially at the elementary and 
secondary levels, that creates a screen and then operates it. Application of the dominant 
education sector policy in recent decades has accentuated this effect by raising costs at the 
secondary level and lowering overall educational quality in the public sector. Enrolments 
in private elementary education even increased during the reform period (Swinterton 
1991). Concentration of effort and funding on elementary education has therefore 
increased the power of the screening effect, lowered overall quality and reduced access to 
those sectors of education that can improve both employment and qualification status. The 
society as a whole has never afforded sufficient opportunity for the human capital 
resources it develops to be exploited. The elite's near monopoly of ownership of 
educational resources has stultified growth in most sectors, except those sanctioned by that 
elite. Iligh status professionals still look towards the USA for professional fulfilment. 
Meanwhile, internal systems are allowed no leeway for change. It is hard to reject the 
relevance of Shalom's (1981) definition of neo-colonial identity in this context. 
6.9. Duality 
Myrdal (1971) asserts that monopoly of education and land provides the most fundamental 
basis of inequality. Putzel (1991) described the highly unequal pattern of land ownership 
and how successive attempts at reform, both re-distributive and structural, 
had been 
effectively undermined by the land-owning elite's influence and representation in the 
political process. The current study concludes that Philippine education, despite apparently 
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high levels of access, literacy and achievement, is a dual system mirroring a wider dual 
economy. One segment of the duality includes almost all public sector education, both 
primary and secondary. It is characterised by poor quality, highly competitive and selective 
methods within the classroom, rote learning and poor achievement, coupled to the 
acquisition of only low levels of English language skills. Graduates of the system are 
characterised by their tendency towards acquiescence, adherence to smooth inter-personal 
relations (pakikisarna), lower levels of competence in English and less developed 
functional skills and competencies as a result of generally poorer educational experience. 
The other segment of Philippine education includes a very few privileged state elementary 
and high schools (usually associated with prestigious colleges) plus the private sector 
schools and colleges, especially those managed by the Catholic Church and religious 
orders. A market operates, with gradations of cost perceived - perhaps accurately - to be 
linked with gradations of status, class and quality. The institutions, themselves, are 
characterised by seven, not six year elementary cycles, high fees, widespread use of 
English, entrance tests and generally high quality teaching materials and facilities. In 
Solomon's (1987) terms, these institutions are highly integrated into the modern sector of 
the economy, reflecting both the skills and attitudes demanded by it. The close procedural 
and ideological links between the private education sector and the modem segment of the 
economy thereby provide a self-fulfilling perennial opportunity for the institutions to re- 
confirm their educational quality by again succeeding in securing significant employment 
or progression opportunities and status for their students. 
Graduates of the elite private sector are characterised by their confidence, highly developed 
English language skills and, crucially for the current study, highly developed 'modern' 
attitudes, including individualism, assertiveness, rationality, scepticism and decision- 
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making skills. Where functional skills may be lacking, on-the-job training may supply 
them. If English language skills are lacking, the applicant will not even be considered for 
the modem sector post. Employment selection appears to treat graduates of colleges in the 
same marketised way that the colleges themselves operate. A pecking order of institutional 
type and reputation applies, and opportunities in the modem sector are often offered via 
quota systems which reflect this91. 
Pressure for reform has rarely emerged above the level of rhetoric and, when policies have 
been formulated and enacted, they have concentrated mainly on the public sector. This has 
left the private institutions, the major manifestation of inequality within the system, 
unchanged, thus preserving their status and privilege on behalf of those who use them. 
Enacted reforms in the public system have been poorly targeted, under-funded and 
inconsistently applied, resulting in only partial transformation of limited aspects of the 
sector at best. 
Furthermore, reforms which might have achieved results have been impermanent and 
undermined by perennial lack of resources. Policy has tended towards rhetorical palliative 
populist measures designed to satisfy only short-term political ends. The introduction of a 
seven year elementary cycle in the 1950s was widely welcomed, for instance, but no new 
resources were made available to public schools and the policy was thus never enacted, 
except in the elite private schools (Cruz and Caldo 1975). The recent policy of free 
secondary education falls squarely into this mould. Nominally 
free, secondary education 
still has associated charges and schooling of worth is still only available 
in the private 
sector and at a high price. In 1991 the Congressional Commission on 
Education said that: 
91 Corroborated during an interview with A. de Guzman in UP. This data was collected alongside the PMAP 
study, but not published within 
it. 
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"The formal school system is like a great sorting machine, which keeps children 
from well off families and throws out children from poor and rural families" 
(Baglos 1992). 
Knowing the problem acutely, however, the Philippines government was still unable to 
formulate policy to address the same issues which were the remit of the PCSPE over 
twenty years earlier. In the meantime, positive aspects of both the PRODED and SEDP 
initiatives have been undermined by debt, increased poverty, poor funding and economic 
stagnation. The greater stress on the marketisation of education has meanwhile increased 
the status disparity between the private and public sectors. The dysfunctions identified by 
PCSPE and addressed in PRODED and SEDP have therefore intensified, in spite of 
attempted reform and, perhaps, even because of that reform, through its concentration of 
resources on primary education and ideological requirement to create a market in 
secondary and tertiary education. 
6.10. Social mobility and perceived employment opportunity 
Almost all respondents implicitly believe that education is capable of endowing social 
mobility. There is also a strong belief that it identifies merit and develops abilities, and that 
it teaches skills and aptitudes which are in demand in the workplace. Those with parents 
having higher levels of education appear to be more convinced of this than others, but 
equally they are more sceptical than the average of education's ability actually to deliver 
the desired results. This same group believes that there are generally fewer opportunities to 
utilise these qualities, however, compared to what was available in the past. They are 
conscious that ever-larger investments have to be made in education in order to secure the 
possible benefits as qualifications inflate. Meanwhile, lower status groups feel there is no 
option but to invest as much as possible in education, often concentrating this out of 
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necessity on a single individual in the family and thereby denying access to others. The 
hope is for a modem sector job in a market which is increasingly competitive. 
A combination of rising levels of personal educational investment, increasing 
marketisation of the process, educated unemployment, informal employment, qualification 
inflation and migration mysteriously balance. While other nations in the region 
experienced growth, industrialisation, modernisation and social transformation in the 
second half of the twentieth century, the Philippines changed to a lesser degree. Intra-elite 
competition has always characterised the society, so continued qualification inflation and 
greater stratification of the education process by market forces are both guaranteed, even 
without wider access to higher education for lower social classes. Competition among the 
elite alone to secure one of the limited places in the most prestigious institutions effectively 
guarantees to increase both costs and qualification levels desired (Nyuda 1995). 
6.11. Institutional effects 
Having stressed stratification by social class and economic means, it must be borne in 
mind that the current study did not find that education merely re-confirmed existing status. 
Certain attitudes were found to be associated with particular social classes and the higher 
education colleges surveyed were shown to be stratified by social class. But, overlaying 
this was another set of attitudes associated with the assumed college level. This was related 
to, but different from those associated only with social class. This raises two vital points. 
First it adds weight to Berger and Luckman's (1984) theories that institutions and 
institutional sectors develop their own sets of identities and traditions. Attitudinal effects 
are different, depending on the status 
level of college attended and perhaps even the 
individual college, a possibility which was not investigated in this study. This 
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differentiation by legitimation, as described by Berger and Luckman (1984) and by Bock 
(1982), is recognised even by employers, who identify particular institutions and sectors as 
more likely to provide recruits who will fit their employment needs. Both Williamson 
(1979) and Solomon (1987) shed further light on this aspect. The former recognises that 
systems may not be unified. They may have separate strata with different characteristics, 
experiences and aims. The latter postulates that greater success - or indeed greater 
opportunity, skills development or human capital formation - will accrue where institutions 
are better attuned to the modem sector of the economy. One need look no further than the 
stress on English language acquisition in the private sector and English language 
proficiency as criteria for employment to confirm the existence of different educational 
sectors and identify the mechanism by which entry into the modem sector is achieved. 
Secondly, the finding suggests that the education process is still capable, as a result of its 
own internal dynamic, of stimulating change. The current Philippine system confers and 
confirms status. Screening and limited employment opportunity combine to emphasise the 
social reproduction function of education. But, at the same time, it generates something 
different, being attitudes and values in its graduates which are different from those 
associated with class alone. Greater exposure to education and participation at different 
levels of the process appear to increase the likelihood of this change. In the wider society, 
therefore, any changes, either in policy or general economic or social circumstances, may 
create conditions where these changed attitude characteristics could promote even 
further 
change and reinforce the new state of affairs. The fact that the changed attitude profiles 
currently cannot find any avenue of expression confirms the 
finding that the social 
reproduction function is paramount and that education as a whole may 
be dysfunctional in 
how it influences the development performance of the nation. 
Chapter 6 231 
6.12. Attitudinal development in general 
The current study of attitudes amongst Filipino students concurs very closely with those of 
Guthrie (1971) and Lynch (1984), and conforms to generalised descriptions of Filipino 
culture and values cited earlier. There appears to be a clear difference between the 
community and peer orientation of the less educated, centring on pakikisama and smooth 
interpersonal relations and the modem value orientation of the more educated. No 
significant overall difference was found between the levels of acquiescence among male 
and female respondents, which was suggested by Lynch. Acquiescence decreased, 
however, with higher social class and, especially, higher college status. 
Respondents in higher education generally displayed the modern traits which theory 
suggests are transmitted by the education process. Higher education students believe 
themselves to be independent and individualistic. They espouse a career focus alongside 
function and future orientation. They support industrial development by exploitation of 
technology and the general modernisation of society. They reject the influence of luck on 
their lives and see themselves as in control of their own future. They are generally 
convinced that education promotes development, both national and personal and, with 
reservations, see education as a means of securing employment, higher earnings and 
mobility. Furthermore, they are highly functionalist, regarding education as inculcating 
skills and knowledge which will be directly utilised in employment, and "modem" in that 
they believe that the educated, professional sector of the economy is vital to assist national 
development. 
Strong links with social class and parents' education level suggest the pre-existence of 
these values in a self-selected group who form the majority of participants in higher 
education. Value differences linked to institution quality 
level were detected, however, and 
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these were different from those associated with social background. Students from lower 
social classes were seen to conform not only to those attitudes associated with class, but 
also, and significantly, with those associated with institution quality level or status. This 
suggests that there is a particular attitude formation function at work within the educational 
process. The likelihood that these attitudes will be formed increases with continued 
exposure to the process and higher levels of achievement. Indeed, interviews suggested 
that this was one of the strongest determinants of whether a lower social class student 
would progress through the system, along with English language acquisition. Though the 
sample of lower class students in elite institutions was small, there is nevertheless evidence 
to suggest that Philippine education's effective promotion of modern attitudes has been 
demonstrated, certainly in the areas most obviously linked to the modem sector. 
Whether the system as a whole promotes modem attitudes is doubtful. Interview data 
certainly suggest that those who do not complete high school and those who are educated 
predominantly in public sector schools do not develop the full set of modern attitudes listed 
above, demonstrating that recent educational reforms may not have been effective in 
achieving their stated attitudinal goals. This study finds that Philippine public elementary 
education, access to which the reforms prioritised, is almost certainly incapable of 
delivering the envisaged attitudinal development. It seems that to make these changes 
students must at least complete secondary education of reasonable quality. By further 
marketising this sector, the dominant policy reduced access to quality secondary education, 
and thereby reduced the system's overall capacity to deliver the desired attitudinal change. 
As described in Chapter Two, modernisation theorists suggested that pluralistic outlook 
was an attitude which would be associated with modernity. The survey group in general 
did not value pluralism and generally did not see education as promoting it. Though not 
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tested directly in the survey, a strong sense of conformity seemed to pertain. The students 
surveyed did not express distaste for or opposition to alternative attitudes or cultures, but 
the pattern of responses indicate that there might be an assumption that those who held 
such different views should conform to the accepted pattern. 
Guthrie's (1971) findings associated a subsistence outlook, 'levelling' (not wanting to stand 
out from the group), fear of failure, non-probabilistic thinking and respect for elders with 
lower social status. Upper social groupings and the highly educated were associated with 
less emphasis on family, political independence, ability to influence events and changed 
aspirations. The current study finds very similar results across an exclusively urban 
sample. But amongst the less educated and lower social classes in urban areas, the current 
study finds that people are acutely aware of what they need to achieve higher status and 
security, and that is quality education. I ligher costs resulting from increased marketisation 
of education have put this beyond most families' means, however. Thus, the current study 
suggests that attitudinal differences previously identified as 'traditional versus modem' are 
perhaps better understood merely as ways of coping with very different economic 
circumstances. 
6.13. Concluding remarks 
The study has examined attitudinal development within the highly marketised and largely 
privately-funded Philippine education system and finds that it does promote modem 
attitudes and values, with those values being more completely and effectively promoted by 
greater exposure to formal education, especially higher quality education. Exposure only to 
elementary or secondary education, especially that of lower quality generally perceived as 
associated with the state system, is much less effective in developing these values. 
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Though the attitudes and values associated with participation in formal education are 
similar to those associated with elite status, crucially they are not the same. Philippine 
education, therefore, does not merely reproduce an existing elite. There exists at least the 
potential for change as predicted by modernisation via the dynamic of a new elite, but 
since the difference between the two attitude sets is small, this dynamic, it is concluded, 
may facilitate no more than intra-elite rivalry. In this way, Philippine education in the 
1990s retained the essential elements that have always characterised the system. Education 
in the Philippines remains highly stratified, reflecting divisions in the wider society and 
economy. 
Iligher education is found to be effective in developing 'modern' attitudes and values, with 
the system's graduates being highly individualistic, self-motivated, aware of opportunities 
and able to evaluate their chances of attaining them. They believe that education is 
essential, generates employable skills and, for an individual, that it can facilitate increased 
earnings and thereby social mobility. But access to higher education is still almost 
exclusively limited to those who have previously attended private elementary and 
secondary schools. The public sector appears to be less effective in promoting the system's 
attitudinal goals, but the prime reason for this seems to be the sector's inability to inculcate 
the required English language competence. Its relative under-performance, therefore, 
remains an issue of quality of provision when compared to the private sector, a dichotomy 
which has persisted since the beginning of mass education 
in the Philippines. There is 
evidence for an employment screen, with the possession of 
English language skills and the 
experience of private elementary education being the best predictors of 
future prospects, 
but educational experience did not appear to influence attitudes towards overseas 
migration. 
Chapter 6 235 
The system is still perceived to promise the possibility of social mobility, but the system as 
a whole stresses education's social reproduction function. Nigher social classes continue 
their near monopoly of quality education thus undermining education's ability to stimulate 
economic development. Attitudinal differences across quality levels of education also 
exist, with elite education apparently closely aligned with the attitudinal characteristics of 
the modem sector of the economy. Higher education remains, it appears, primarily a site of 
intra-elite rivalry, as it was during the colonial periods. high quality education and its 
associated values are prerequisites for modem sector employment, though their 
achievement is necessary, not sufficient, since there are limited opportunities and high 
levels of competition. This point is confirmed from the survey results, where the more elite 
students were convinced that their education was most useful in helping to get a job in the 
Philippines, but were also less confident than the non-elite students that they would 
actually find employment. 
After recent economic difficulties, demand for education has increased, leading to 
qualification inflation. This, along with generally increased poverty, has accentuated 
educational stratification, thus rendering the system as a whole dysfunctional in the task of 
promoting its stated attitudinal goals. In recent years, this has been exacerbated by an even 
greater marketisation of education as a result of official policy during the debt decade. 
The current high levels of human capital formation appear to represent consumption rather 
than investment, despite the widely held belief in the latter amongst participants in the 
system. The export of this human capital can only be seen as a loss to the economy as a 
whole, irrespective of remittances flowing the other way. The education system illustrates 
how a combination of internal policy failure and continued domination of the economy by 
an elite group conspire to maintain the Philippines' apparently perennial status as a laggard 
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in modem development. Large numbers of graduates, aspiring to the attitudinal and 
personal achievement ambitions of the elite group thereby align themselves ideologically 
with a "foreign" language-speaking value system. But opportunities to participate in the 
modem sector of the economy, where these characteristics are demanded, are limited, so it 
is not surprising that a significant proportion seeks participation in that sector wherever it 
can be found. So without actually prompting a migration mentality, the values inherent in 
Philippine education facilitate the migration option, but it is the structure of the society, 
itself, which promotes this response, not specific characteristics of education, which 
continues to mirror wider social relations. 
The current study claims to be a descriptive study, a snapshot of one particular facet of 
Philippine education. Given this limitation, however, it did attempt to identify the attitude 
and value characteristics identified with participation in: 
a) education per se 
b) different education levels 
c) higher and lower quality institutions, as defined by cost, prestige and entry 
requirements. 
In addition, it sought to establish the extent to which participation in education promoted a 
migration mentality via the adoption of "foreign" values, with all the above goals having 
been identified via consultation with Filipino partners. Despite its limitations, the study has 
achieved its aims. Attitudinal characteristics of more and less educated urban individuals 
have been researched, described and contrasted. This has revealed that education does 
promote the kind of attitudinal change predicted by theory, that the attitudinal 
characteristics of the more educated tend to be aligned with those identified with 
"modernization" and that, in theory and substance, these remain remarkably similar to the 
attitudinal goals identified for education when the system was first expanded under US 
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colonial rule. Education does not, contrary to the belief of my Filipino partners, promote 
"foreign" cultural capital, and does not promote migration. Migration, indeed, has been 
found to be most likely prompted by the country's on-going inability to provide sufficient 
modem sector jobs to meet the aspirations of graduates who know the quality of their own 
human capital and also have to achieve an earnings level that will repay their investment in 
education. Poorer Filipinos, unlike in previous studies, are found to be just as "modem" as 
their higher social class and higher educated compatriots, but their opportunity to display 
these traits is limited by economic necessity, which, itself, bars them from participation in 
education of sufficient quality to make higher status or earnings available to them. Given 
that education reform in the Philippines aimed to increase access to higher quality 
education, this study's description of the system has provided an explanation, in Bain's 
(1928) and Benjamin's (1941) terms, of why the reforms have effectively narrowed access 
rather than widening it, without challenging the apparently and enduringly ascriptive 
nature of participation in the elite sector. 
The study has thus demonstrated that the current dominant educational policy paradigm: 
1. developed via World Bank and IMF involvement in the Philippine education system in 
the 1970s and 1980s. 
2. is based on the1950s modernisers' view of the role of education in economic 
development. 
3. requires - as an essential element - the creation of changed or modern attitudes and 
values. 
4. promotes the increased marketisation of secondary and higher education via the 
imposition of user fees with the aim of controlling government spending on education. 
5. concentrates resources on elementary education with the professed aim of increasing 
access to and quality of the sector. 
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The findings of this study are that objectives 3,4 and 5 are mutually incompatible. 
Changed attitudes do not materialise in elementary education and user fees create a market 
in all levels of education which restricts both overall access and specifically access to the 
quality of education needed to achieve the desired attitudinal goals. The study also finds 
that objective three above is achieved very effectively when students complete secondary 
education. Completing primary education does not develop these desired attitudes and 
values, a finding which has serious implications for current international development 
initiatives in education. Both Education For All and The United Nations Millennium 
Development Goals call for concentrated effort to ensure universal access to primary 
education. The findings of this study indicate that achieving this, by itself, would not be 
sufficient to stimulate development and that these initiatives urgently need to identify a 
strategy for the education sector as a whole, with the priority of increasing educational 
quality at all levels as well as increasing participation rates. 
The most important finding of all, however, was that linking attitudinal differences to the 
economic necessities of life, rather than different experiences. Demonstrations of 
individuality are not possible among poor communities because economic necessity 
requires continued reliance on families and neighbours. Participation in education does 
develop individualism and does create potential for its expression. But in the Philippines, 
poor people simply cannot afford that education. The most significant attitudinal trait 
associated with modernisation was the recognition of education's ability to transform 
individuals and society, and this is clearly understood and recognised by all Filipinos. 
Individuality, perhaps the second most important "modem" trait, however, can only be 
developed by those able to afford it. 
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Appendix 1- The Survey Questionnaire 
Attitudes and Values in Education 
Dear respondent 
I am conducting a survey on the current state of the Philippine education system. I am an independent researcher 
working towards a PhD degree, jointly supervised by the Open University in the United Kingdom and the 
University of the Philippines. 
I am interested in the effects of education policies followed during the last twenty years or so, especially those 
recommended by the World Bank and other external agencies during the period of structural adjustment in the 
Philippine economy. Unlike other researchers, who have examined these policies in terms of student test scores 
and funding for schools, I wish to examine the effects of the policies on the quality of the education received by 
students. The attitudes and values which are held by the graduates of the system, I believe, are an important aspect 
Of that quality. 
At the beginning of the survey is a section about your own personal and educational background. Then the 
questionnaire invites you to agree or disagree with a series of statements. These statements describe possible 
attitudes towards various aspects of Philippine society and education system. Then, you are invited to rate the 
Mfcctiveness of the education you received in relation to the teaching of certain skills and personal qualities. 
All responses will be anonymous. None of the completed questionnaires will be seen by anyone apart from myself. 
the data will eventually be published, of course, as part of my thesis. This, however, will be in summary form, with 
au personal data combined into anonymous groups. 
Thank 
you very much indeed for completing this questionnaire. Your responses are crucial to my research and, 
Aossibly, to a fuller understanding of the effects of educational reform. If you would like more information about my 
'Vork, or, indeed, if you would like to offer a more detailed account of your educational experiences, please write t0 meat the address at the bottom of the page. Besides attitudes and values, I would be grateful to receive your 
opinions on the state of schools, the relevance of the curriculum, the cost of education, the type of education you 
ve received and how you feel your education might affect your future. Thank you again. 
"'ours 
sincerely 
lip Spires 
ý_ 
40 Dr MLC Doronila 
lucation Research Programme 
ýM 208 PCED Bldg I'ýhiity 
of the Philippines ! vers 
QUezon 
City 
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Appendix 1- The Survey Questionnaire 
I A-V 
E Attitudes and Values in Education 
Dear respondent 
I am conducting a survey on the current state of the Philippine education system. I am an independent researcher 
working towards a PhD degree, jointly supervised by the Open University in the United Kingdom and the 
University of the Philippines. 
I am interested in the effects of education policies followed during the last twenty years or so, especially those 
recommended by the World Bank and other external agencies during the period of structural adjustment in the 
Philippine economy. Unlike other researchers, who have examined these policies in terms of student test scores 
and funding for schools, I wish to examine the effects of the policies on the quality of the education received by 
students. The attitudes and values which are held by the graduates of the system, I believe, are an important aspect 
of that quality. 
At the beginning of the survey is a section about your own personal and educational background. Then the 
questionnaire invites you to agree or disagree with a series of statements. These statements describe possible 
attitudes towards various aspects of Philippine society and education system. Then, you are invited to rate the 
effectiveness of the education you received in relation to the teaching of certain skills and personal qualities. 
All responses will be anonymous. None of the completed questionnaires will be seen by anyone apart from myself. 
The data will eventually be published, of course, as part of my thesis. This, however, will be in summary form, with 
all personal data combined into anonymous groups. 
Thank you very much indeed for completing this questionnaire. Your responses are crucial to my research and, 
Possibly, to a fuller understanding of the effects of educational reform. If you would like more information about my 
work, or, indeed, if you would like to offer a more detailed account of your educational experiences, please write 
io me at the address at the bottom of the page. Besides attitudes and values, I would be grateful to receive your 
'pinions on the state of schools, the relevance of the curriculum, the cost of education, the type of education you Iave 
received and how you feel your education might affect your future. Thank you again. 
\"ours 
sincerely 
Nlip Spires 
/o Dr MLC Doronila 
L: ducation Research Programme 
ýtm 208 PCED Bldg university 
of the Philippines 
Quezon City 
Attitudes and Values in Education Survey - 265 
The first part of the questionnaire asks you to provide details about yourself, your family, 
your education and your employment history. Please your answer either by ticking the cor- 
rect box, or by providing details in the spaces provided. 
Section A- Your personal details 
Al. What sex are you? Female Male 
Q 
A2. What is your age? (years) 
Al Are you married? 
A4. How many children do you have? 
_Yes QNo 
A5. Where were you born? (Please state province, city, barangay, as appropriate) 
per...., , a=e, h.... «": ýýý. wwrr+ýx. ý.., ý-Wie. --r aýýr,. r,.. 
Section B- Your family backgro und 
B 1. What is your father's occupation? 
B2. What is your mother's occupation? 
B3. What is your father's highest educational qualification? 
B4. What is your mother's highest educational qualification? 
135. How many brothers do you have? How many of them are older than you? 
B6. How many sisters do you have? How many of them are older than you? 
137. Where do your parents live now? 
U8. Do your parents still live in the same province or city as the one where you were born? 
, rte . _.. -... - .. _a, ý.. ý... ý 
Section C. Your education history 
Cl. What was the name and address of the elementary school where you graduated? 
C2. In what year did you start your elementary education and in what year did you graduate? 
Year started Year completed 
C3. What sort of elementary school did you attend? Please indicate the type of school - public, Church, Chinese, 
private etc - and also some of its other features, such as rural/urban, boarding/day school, approximate number of 
pupils and teachers. 
C4. Did you attend more than one elementary school? 
If "yes", how many elementary schools did you attend? 
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C5. In what language were the classes conducted in the early years of your elementary schooling? 
C6. As far as you can remember, how many pupils were there in your graduating class in elementary school? 
C7. How many years did you spend in high school? 
C8. As far as you can remember, how many pupils were there in your graduating class in high school? 
C9. Please give details of all high schools you have attended. For type, please state whether it was private, public, 
Catholic, Proetestant, Chinese, etc. If the school was of a type not listed here, please describe it in the "comments" 
space below. 
Year 
started 
Year 
finished 
Name and address of high school 
(se 
Type 
above) 
Comments: 
C 10. Please give details of all colleges or universities you have attended since leaving high school. Under course, 
please state as clearly as possible what was your major course of study. If you need to explain further, use the 
"comments" section below or, if you need more space, the last page of the questionnaire. 
Year Year Name and address of college or university Course 
started finished 
Comments: 
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CI 1. Do you currently live in your parents' family home? 
If no, did you move away from home to take up a place in college? 
How many years have you now lived away from home? 
ýr^^ý. +r-v.. sw h w.,. a.. -ýw. rn-ý"ýr3aý; *tR'u c.:... ý, w. r., r,. ----w. «. 'w x"... ý,..... wa, "°i 
Section D- Your employment history 
D 1. Other than short-term or casual work, have you been in full time employment? 
If "no", please go to question D3. 
If "yes", please give details of the job you held, the type of employer, the type of work done, how long you stayed 
and how much you were paid. 
Job held 
(title or type) 
Name and type of employer 
(large, small, private, 
government, family) 
Type of work done 
(brief details of work type 
and your usual tasks) 
Length 
of stay 
(years) 
Pay 
(monthly) 
(Peso) 
D2. Did you give up the job to pursue higher education? 
D3. Are you currently doing part-time work? 
If "yes", how many hours do you work per week? 
Please give details below. 
Job held 
(title or type) 
Type of employer 
(large, small, private, 
government, family) 
Type of work done 
(brief details of work type 
and your usual tasks) 
How long 
held 
(years) 
Pay 
(monthly) 
(Peso) 
Section E- Your future plans 
Wa4,... qý. raýva! wA+ow». iwux, ýxý: rv.,. 
i ; a. +R.: rk. "yy ýý w... K v,...... w s. -_. 
N 
El. If you had an open and free choice, where would you prefer to work when you have finished your education? 
Please indicate your first choice with 1, second choice with 2 etc. if your personal choice is not listed, please write 
it in the "Other" box. (ASEAN countries apart from the Philippines are B runei, Indonesia, Malaysia, Singapore, 
Thailand. Non-ASEAN countries include Japan. Taiwan, Hong Kong etc 
Philippines USA ASEAN Asia (non-ASEAN)- I Europe Middle East Other 
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E2. In which of these regions do you think there is the greater chance of getting the kind of job you want when you 
have finished your education? Please indicate your first choice with 1, second choice with 2 etc. If your personal 
choice is not listed, please write it in the "Other" box. (ASEAN countries apart from the Philippines are Brunei, 
Indonesia, Malaysia, Singapore, Thailand). Non-ASEAN countries include Japan, Taiwan, Hong Kong etc) 
E3. What kind of job do you hope to get when you finish your education? 
E4. Many Filipinos go overseas for work. Listed below are several reasons which some people give to explain 
this. Please check which of these you think are very important, important, or not important reasons for people to 
going overseas. Put any other reasons you think should be included in the boxes at the end of the list. 
earring more money 
gaining status 
getting a job 
Western lifestyle 
desire to travel 
knowing other overseas workers 
wanting to leave the Philippines 
lack of opportunity at home 
E5. Are any members of your close family currently working overseas? 
If "yes", please fill in the details below. 
Relationship to you 
(for example: sister, uncle etc) 
Where working 
(country) 
Type of work or job title 
(if known) 
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B; low is a series of statements. Please check one box on the right of the page to i ndicate whether you agree or 
disagree with each statement. You may also indicate wheth er your agreement or di sagreement is strong. If you 
neither agree nor disagree, then please check the Don't Agree Agree 
Don't 
Disagree 
Disagree 
know box. If you check the wrong box, then cross out strongly know strongly 
the first one and enter a second one. For example, if Q Q Q a Q you disagree, check the box as shown. 1. All teaching in Philippine schools should be in Agree strongly Agree Don't know Disagree Disagree strongly Filipino. 
Q Q Q Q Q 
2. Social and economic status is the main thing which 
Agree 
will determine a person's earnings. 
strongly 
3. Because it helps people understand their place in 
Agree 
strongly 
society, education helps to promote social 
harmony. 
Q 
Agree 
4. Being able to solve problems for myself is a sign 
strongly 
of success and strength. 
Q 
Agree 
strongly 
5. Possessions are signs of success. Q 
6. Criticising teachers is disrespectful. strongly 
0- 
7. Economic development relies on extensive use of 
Agree 
strongly 
technology. El 
8. Educated people are mainly interested in 
Agree 
strongly 
themselves. Q 
Don't 
Agree know 
QQ 
Don't 
Agree know 
I "I II Don't Agree know 
QQ 
Don't 
Agree know 
QQ 
Don't 
Agree know 
QQ 
Don't 
Agree know 
QQ 
Don't 
Agree know 
QQ 
Disagree 
Disagree 
strongly 
Disagree 
Disagree 
strongly 
QQ 
Disagree 
Disagree 
strongly 
QQ 
Disagree 
Disagree 
strongly 
QQ 
Disagree 
Disagree strongly 
QQ 
Disagree 
Disagree strongly 
00 
Disagree 
Disagree strongly 
QQ 
9. Educated people are never happy with what they 
Agree 
strongly 
Agree 
Don't 
know Disagree 
Disagree 
strongly 
have. El El El 
Agree 
10. Educated people worry less about possessions strongly Agree 
Don't 
IoW Disagree 
Disagree 
strongly 
compared to other people. Q Q Q Q Q 
E 
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11. Educated people tend to be more contented with their Agree Agree Don't Disagree Disagree j e, strongly 
1: 1 1: 1 
know 
1: 1 
strongly 
El El 
12. Education allows a person to get access to highly paid 
Agree 
strongly 
Agree 
Don't 
know Disagree 
Disagree 
strongly jobs. 
L-1 F] F-I Fý [- I 
13. Education builds skills in people which employers value Agree Don't 
and use. strongly 
Agree IoW Disagree 
Fý Fý F] 
Disagree 
strongly 
14. Education fragments society by separating people into Agree 
rich and poor. strongly 
Agree 
Don't 
mow Disagree 
Disagree 
strongly 
Q Q Q Q 
15. Education helps to promote equality. 
Agree 
strongly 
Agree 
Don'knowt 
Disagree 
Disagree- Disagree 
strongly 
Q Q Q Q 
16. Education in the Philippines concentrates too much on Agree Don't Disagree 
subjects which are not useful for the majority of the strongly 
Agree know ree Di g strongly 
population. Q Q Q Q 
17. Education in the Philippines is as good now as it has 
Agree 
l A 
Don't 
grý 
Disagree 
D' o ra y 
ever been. 
strong 
El 
know 
1-: 1 El 
b strongly 
El E1_ 
18. Education in the Philippines relies too much on memory s 
Agree 
trongly Agree 
Don'knowt 
Disagree 
Disagree 
strongl 
work and rote learning. F-I r7 
y 
F-I 
19. Education increases your chances of getting a highly 
Agree 
strongly stron 
Agree 
Don'knowt 
Disagree 
Disagree 
strongly 
paid job. El El El El El 
20. Education is important in itself and people should be 
Agree 
strongly Agree 
Don'knowt 
Disagree 
Disagree 
strongly 
able to study what they want, even if their study does 
not lead directly to any job 
Q Q Q Q Q 
. 
Agree 
strongly 
Agree 
Don't 
know Disagree 
Disagree 
strongly 
21. Education is just a way of identifying the most 
l 
JI II Q Q Q 
e. employable peop 
Agree 
strongly Agree 
Don't 
know Disagree 
Disagre 
strongl 
e 
y 
22. Education is the main thing which will determine a 
Q Q Q El 
F 
pGISU11 JIUIU11 &" 
COM 
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23. Education maintains the status quo. Agree Agree Don't Disa ree 
Disagree 
strongly know g strongly 
EJ E: 1 1: 1 E: 1 1: 1 
24. Education promotes independent thinking. Aree Z, 
strongly Agree 
Don't 
know Disagree 
Disagree- 
stron l 
1: 1 El 
g y 
ED 
25. Education promotes understanding of the different Agree 
Agree Don't Disa ree 
Disagree 
groups and classes in society. strongly know g strongly 
F-I 1: 1 1: 1 
26. Education teaches you to do as you are told. 
Agree 
strongly Agree 
Don't 
know Disagree 
Disagree 
strongly a 
27. Educational success is determined mainly by a Agree Don't Disagree 
person's social or family background. strongly Agree know Disagree strongly 
F-I 0 F-I Fý El 
28. Families should have fewer children. Agree Don't Disagree 
strongly Agree know Disagree strongly 
29. Small farmers do not need education. Agree 
strongly Agree 
Don't 
mow Disagree 
Disagree 
stron ly 
EJ El o o 
b 
a 30. It is better to educate a small number of highly Agree A ree Don't Di Disagree trained people than develop literacy in everyone. strongly g mow sagree strongly 
Q Q Q Q 
Agree 31. Free trade promotes national development. strongly 
32. Having an education helps people find work 
overseas. 
Agree 
strongly 
Agree 
know 
Don't 
know 
Disagree 
Disagree 
F-I F-I F-I 
strongly 
1: 1 
- Disagree 
strongly 
F-1 
33. Highly paid jobs always go to members of the elite. Agree 
strongly 
Agree 
Don't 
know Disagree 
Disagree 
strongl 
El 1: 1 El El 
y 
EJ 
34. I alone will decide where to work after my 
Agree 
strongly aY 
Don't 
know Disagree 
Disagree 
strongly 
education. 
Q Q Q Q Q 
35. I want to stay in the Philippines when I have finished 
Agree 
strongly Agree 
Don't 
know Disagree 
Disagree 
strongly 
my education. 
Q Q Ii Q Q 
E 
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36. I want to work overseas and would not consider working Agree Agree Don't Disagree gree 
Disab 
strongly in the Philippines. know 
- 
strongly 
Fý Fý 1 1 Fý 
37. If I have a problem, it is better to share it with other Agree Agree 
Don't 
Disagree 
Disagree 
members of my family rather than try to solve it myself strongly ]nom, 
- 
strongly 
El F71 F 1 Fý El 
38. It is a good thing to preserve the tradition of large families. 
Agree Don't Disagree Disagree Agree 
r°fl'rg Q 
know 
Q Q 
strongly 
Q 
39. It is better for married couples to wait before having 
children. 
Agree 
strongly Agree 
Don't 
know Disagree 
Disagree 
strongly 
40. It is better to cut government spending in higher 
education so that everyone can have elementary 
Agree 
strongly 
E 
Agree 
Q 
Don't 
know 
Q 
Disagree 
E 
Disagree 
strongly 
Q 
education. 
Agree 
strongly Agree 
Don't 
know Disagree 
Disagree 
strongly 
41. It is better to educate a small number of highly trained 
id l l h d 
Q Q Q ý Q 
an to prov ee et ementary e ucation and expert peop 
for everyone. 
Agree 
strongly Agree 
Don't 
mow Disagree 
Disagree 
strongly 
42. Foreign firms are not good for development because 
h f i 
Q Q Q Q 
t e country. ts out o they take prof 
Agree 
strongly 
Agree 
Don't 
know Disagree 
Disagree 
strongly 
43. It is good for society's values and assumptions to be Li 
II 1: 1 El Q 
questioned. 
Agree b 
strongly 
Agree 
Don't 
mow Disagree 
Disagree p 
strongly 
44. It is important to challenge views if I do not agree with 
Q 1: 1 1: 1 Q Q 
them. 
Agree 
strongly 
Agree 
Don't 
know Disagree 
Disagree 
strongly 
45. It will be hard to get a job in the Philippines when my 
II Q Q Q 
education is finished. 
Agree 
strongly Agree 
Don't 
know Disagree 
Disagree 
strongly 
46. Lack of unity behind a clear set of values is a sign of II Q Q Q Q 
weakness in a society. 
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47. Many teachers in my high school were unqualified. Agree 
strongly 
E: 1 
Agree 
El 
Don't 
know 
El 
Disagree 
El 
Disagree 
strongly 
E: 1 
48. Multi-national corporations help national Agree Agree Don't Disa ree 
Disag ree 
development by investing in the country. strongly 1: 1 
IoW 
El 
g 
El 
strongly 
EI 
49. My aim is to work overseas when I have finished 
my education. 
Agree 
strongly 
Agree 
Don't 
is Disagree 
- Disagree 
strongly 
E El El 
50. My education is most useful in helping me to find a Agree Agree 
Don't 
Disagree Disagree job in the Philippines. strongly know strongly 
171 F71 F7 F-I El 
51. My higher earnings as a result of education will not Agree Don't Disagree 
make up for what I have paid in school and college strongly Agree know Disagree strongly fees. 1-1 Fý Fý F71 F-I 
52. I, myself, have the most power over my future Agree Don't Disagree 
success. strongly 
Agree knote, Disagree strongly 
F71 F-I Fý El 
53. National development is helped by imposing taxes 
on imports. 
Agree 
strongly Agree know Disagree 
Disagree 
strongly 
1: 1 El El Q Q 
54. National development is helped when more people 
have access to education. 
Agree 
strongly 
Agree 
Don't 
know Disagree 
Disagree 
strongly 
Q Q Q Q Q 
55. Paying for education is a form of investment. Agree 
strongly Agree 
Don't 
know Disagree 
Disagree 
strongly 
Q Q Q Q Q 
56. Poor people can become better off through Agree 
strongly 
Agree 
Don't 
mow Disagree 
Disagree 
strongly 
education. 
Q Q Q Q Q 
57. Privilege in society is reduced by education. 
gree 
strongly 
Agree 
on t 
know Disagree 
isagree 
strongly 
Q Q Q Q Q 
58. Providing good quality elementary education for Agree Agree Don't Disagree 
Disagree 
expensive. 
strongly 
I El 
know 
[71 F-I 
strongly 
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59. Raising children is the purpose of marriage. Agree Don't Disagree 
strongly 
Agree know Disagree strongly 
60. School was generally boring or uninteresting. Agree Agree Don't Disagree Disagree strongly know strongly 
El FI F71 F] E: 1 
61. Society is strengthend when there are many different Agree Agree 
Don't 
Disagree 
Disagree 
peoples and beliefs. strongly know strongly b 
Fý Fý F-I F71 El 
62. Staying in the Philippines is what I want, but I may have Agree Don't Disagree 
to go overseas for work, strongly 
Agree know Disagree a strongly 
El 1: 1 1: 1 1: 1 1: 1 
63. Students should always challenge their teachers when Agree Don't nisi orPp, 
they think they are wrong. strongly 
Agree 
Q 
know 
Q 
Disagree a 
Q 
strongly 
Q 
64. The country cannot afford to educate so many college Agree 
graduates because many of them will not find work. strongly 
Agree 
Don't 
know Disagree 
Disagree 
strongly 
Q Q Q Q Q 
65. The Philippines could develop by aiding small farmers. Agree 
strongly Agree 
Don't 
know Disagree 
Disagree 
strongly O 
Q Q Q Q a 66. The country 's future development will depend a lot on Agree strongly Agree Don't know Disagree Disagree strongly 
the quality of its managers and professionals. Q Q Q Q 
67. The highly paid jobs go only to the elite. 
Agree 
strongly Agree 
Q 
Don't 
know 
Q 
Disagree 
Q 
Disagree 
strongly 
Q 68. The qualifications needed for jobs nowadays are higher ree Ag so reey Agree Don'knowt Disagree Disagree Disagre strongly 
than they used to be. Q Q Q Q Q 
Agree 
69. The views of my elders should always be respected, strongly 
Agree 
Don't 
know Disagree 
Disagree 
strongly 
even when I do not agree with them. 
El Q Q Q Q 
70. There are lots of jobs for educated people in the 
Agree 
strongly Agree 
Don't 
know Disagree 
Disagree 
stronýl y Philippines. F71 Fý M 
° 
El 
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71. There are more opportunities now for educated people Agree Don't Disagree 
strongly strongly 
El El El 1: 1 El 
72. There are only a limited number of opportunities for Agree Agree Don't Disag ree 
Disagree 
people to gain higher status through education. g strongly a 
know strongly b 
1: 1 El E-I El E] 
73. There are values in society which should never be Agree Agree Don't Disagree - Disagree strop 1 gy know strongly Y 
1: 1 1: 1 El El El 
74. There has been a deterioration in the quality of education Agree Agree Don't Disagree Disagree in the Philippines in my lifetime. strongly know strongly 
El E 1: 1 1: 1 1: 1 
75. There is not enough time spent on learning English. Agree 
strongl Agree 
Don't 
kn Disagree 
Disagree 
l y ow strong y 
76. There is too much progressive or modem education. Agree 
strongly 
F71 
Agree 
17-1 
t 
kn 
F71 
Disagree 
F7 
Disagree 
strongly a 
F-7 77. Understanding of Filipino culture is developed by the Agree 
l Agree 
Don't 
Disagree 
Disagree 
education system. strong y II II 
SOW 
li 
strongly 
78. Western values dominate the education system in the 
Agree 
strongly Agree 
Don't 
know Disagree 
Disagree 
strongly 
Philippines El Q El Q Q 
79. What the country needs most is to develop the literacy 
Agree 
strongly Agree 
Don't 
know Disagree 
Disagree 
strongly 
and numeracy of the general population. 
Q Q Q El Q 
When peasants are taught to read and write, they can 
produce more on their farms. 
Agree 
strongly 
Q 
Agree 
Q 
Don't 
know 
El 
Disagree 
Q 
Disagree 
strongly °y Q 
81. My family should have a large say in where you should 
work. 
Agree 
strongly 
Q 
Agree 
Q 
Don't 
IoW 
Q 
Disagree 
II 
Disagree 
strongly 
Q 
My lessons at school were generally interesting and 
enjoyable. 
Agree 
strongly 
II 
Agree 
17 
Don't 
know 
II 
Disagree 
II 
Disagree 
strongly °y 
n Agree 
strongly 
83. My success in the future will be largely a matter of 
k l 
El 
Agree 
El 
Don't 
know 
El 
Disagree 
El 
Disagree 
strongly 
11 
. uc 
Agree 
strongly Agree 
Don't 
know Disagree 
Disagree 
strongly 
84. My teachers at school were generally well qualified. Q Q [71 Q 
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Section G- Your educational experience 
G 1. Here is a list of personal talents, skills and aptitudes. How good are you at each of these? Please indicate by 
checking the correct column. 
Very good Good Average Weak Very weak 
ability to deal with change 
ability to work in groups 
creativity 
curiosity 
independence 
initiative 
originality 
reasoning 
self-discipline 
self-reliance 
technological awareness 
understanding of others 
G2. Here is the same list of talents, skills and aptitudes. How much do you think these were developed at school? 
Please check the relevant column. 
a lot a little not at all schools discourage this 
ability to deal with change 
ability to work in groups 
creativity 
curiosity 
independence 
initiative 
originality 
reasoning 
self-disci line 
self-reliance 
technologic I awareness 
understanding of others 
(next page please) 
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G3. Here is a list of high school subjects. Grade them according to how important you think they are in the 
school curriculum. Please put a tick in the relevant column. 
Art 
Biology 
Chemistry 
Computers 
Economics 
Engineering 
English 
Geography 
History 
Math 
Music 
Physics 
Pilipino 
Social Studies 
Very important Quite important Not important Did not do any! 
G4. Now grade the subjects according to how useful they have been to you, personally. 
Very important Quite important Not important Did not do any! 
An 
Biology 
Chemistry 
Computers 
Economics 
Engineering 
English 
Geography 
History 
Math 
Music 
Physics 
Pilipino 
Social Studies 
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G5. Now grade them again according to how important you think they are in preparing you for employment. 
Art 
Biology 
Chemistry 
Computers 
Economics 
Engineering 
English 
Geography 
History 
Math 
Music 
Physics 
Pilipino 
Social Studies 
Very important Quite important Not important A hinderance! 
What was your score in the National College Entrance Examination? 
G7. Please encircle either TRUE or FALSE to indicate your agreement with each of these statements. 
your school teachers were generally keen and committed TRUE FALSE 
your education has developed pride in your country TRUE FALSE 
your education has developed your love of God TRUE FALSE 
you used to take part regularly in extra-curricular activities TRUE FALSE 
(such as sports, social clubs, etc) 
your school buildings were generally well mainained 
TRUE FALSE 
you were always provided with textbooks at school TRUE 
FALSE 
(next page please) 
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Section H -Your comments 
Thank you very much indeed for any information which you have given in this questionnaire. Your participation and 
cooperation is greatly appreciated. If there is anything else which you would like to say, please use the space 
below. I would be grateful for any further comment, either in the areas which the questionnaire covered or in other 
areas which it did not. Furthermore, if you have any comments about the relevance or otherwise of the questions 
asked or the information requested in the questionnaire, I would be grateful for those also. 
Comments: 
Appendix 2- Section F results 
The overall score for all questions and all responses was 2.65. Since questions were 
conceived in pairs having opposite sense, as explained on page 140, the mean (average) 
should have been 3. There was therefore a slight tendency towards agreement. Some 
questions, however, were not exact opposites and it was quite feasible that some 
respondents agreed with both aspects of the same question. 
Individual student average scores range from 3.60 to 1.71, with a standard deviation of 
1.17. This means that the overall average is about 0.29 standard deviations from the 
expected figure. 
Zero responses amount to 1.08% of all responses. These were dealt with as explained on 
pages 155-156 
Positive negative score reflects general agreement or disagreement with the question. 
Scores of 1 and 2 were re-written as +1 representing agreement, while 4 and 5 became -1, 
representing disagreement. Scores of 3 became 0, or neutral. A high positive score (close 
to 1) signifies general agreement, a high negative score (close to -1) shows disagreement. 
Questions are also classified as Agree, Disagree or Split questions. Agree questions have 
the total number of agree responses greater than 50% and at least twice as big as the 
number of disagree responses. Disagree questions work exactly the opposite way round. 
Split questions are the rest. Overall, there were 43 Agree questions, 12 Disagree and 29 
Split. 
The responses to individual questions follow. In each case, the raw responses are given, 
along with an average and total agreement and disagreement with percentages. The 
response code is: 
Code Meaning 
0 No response 
I Strongly agree 
2 Agree 
3 Don't know 
4 Disagree 
5 Strongly disagree 
An average score of 3 indicates a neutral question. Averages less than 3 indicate strength 
of agreement and greater than 3 indicate strength of disagreement. Each question is 
classified as an 'Agree" or "Disagree' question according to the convention described 
earlier. A standard deviation is given and a positive/negative score. This latter quantity is 
derived by converting all agreement to a score of 1 and all disagreement to a -1. A score of 
0, therefore indicates neutrality, whilst 1 indicates that everyone agreed and -1 that 
everyone disagreed. Obviously this does not indicate strength of feeling in any way. 
Finally, each question indicates an average raw score for each of the seven colleges' and a 
comment on any observed pattern. 
1 College type is categorised as follows: 1 elite schools (DLS, UPll); 2 mid-level schools (ADM, TIP, PUP); 
3 mass colleges (FEU, UOE) 
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1- All tPachinu in Philinnine schools should he in Filinino. 
Response 0 1 2 3 4 5 
Number 1 20 61 21 296 80 
Percentage 0.21 4.18 12.73 4.38 61.80 16.70 
Average 3.74 
Agree 81 (16.91%) 
Disagree 376 (78.50%) 
Disagree question 
Standard deviation: 1.03 
Positive/negative score: -0.64 
ADM DLS FEU PUP TIP UOE UPH 
3.84 4.13 3.53 3.82 3.81 3.60 3.81 
Comment: Respondents are strongly opposed to the use of the Filipino language instead of 
English. 
2. Social and economic status is the main thing which will determine a person's 
ParninPs_ 
Response 0 1 2 3 4 5 
Number 2 83 256 41 82 15 
Percentage 0.42 17.33 53.44 8.56 17.12 3.13 
Average 2.35 
Agree 339 (70.77%) 
Disagree 97 (20.25%) 
Agree question 
Standard deviation: 1.06 
Positive/negative score: 0.56 
ADM DLS FEU PUP TIP UOE UPI1 
2.38 3.50 2.17 2.42 2.34 2.12 2.85 
Comment: There is strong agreement with this question. There is a tendency in the elite 
schools to disagree, or to ag ree less strongly than the non-elite schools. 
3. Because it helps people understand their place in society, education helps to 
., rmmitta cnrini hnrmnnv_ 
Response 0 1 2 3 4 5 
Number 2 189 244 28 12 4 
Percentage 0.42 39.46 50.94 5.85 2.51 0.84 
Average 1.74 
Agree 433 (90.43%) 
Disagree 16 (3.34%) 
Agree question 
Standard deviation: 0.76 
Positive/negative score: 0.93 
ADM DLS FEU PUP TIP UOE UPII 
1.75 2.00 1.74 1.62 1.71 1.71 2.15 
Comment: Overwhelming yes, but the elite schools are not as convinced on this point as 
the others, being half a standard deviation further to the negative, but still in agreement. 
4. Being able to solve problems for myself is a sign of success and strength. 
Response 012345 
Number 1 269 183 7 14 5 
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Percentage 0.21 56.16 38.20 1.46 2.92 1.04 
Average 1.54 
Agree 452 (94.36%) 
Disagree 19 (3.97%) 
Agree question 
Standard deviation: 0.76 
Positive/negative score: 0.92 
ADM DIS FEU PUP TIP UOE UPII 
1.47 1.63 1.55 1.59 1.55 1.39 2.04 
Comment: Overwhelming yes, indicating a strong sense of individuality. 
5. Possessions are signs of success. 
Response 0 1 2 3 4 5 
Number 2 53 208 69 122 25 
Percentage 0.42 11.06 43.42 14.41 25.47 5.22 
Average 2.70 
Agree 261 (70.77%) 
Disagree 147 (20.25%) 
Split question 
Standard deviation: 1.13 
Positive/negative score: 0.28 
ADM DLS FEU PUP TIP UOE UP1I 
2.62 3.13 2.42 2.82 2.69 2.57 3.48 
Comment: There is a large degree of agreement, but the result is still inconclusive. Note 
the greater tendency amongst elite schools to reject or be seen to reject materialism. 
6. Criticising teachers is disrespectful. 
Response 0 1 2 3 4 5 
Number 5 42 88 72 235 37 
Percentage 1.04 8.77 18.37 15.03_ L49.06 7.72 
Average 3.29 
Agree 130 (27.14%) 
Disagree 272 (56.78%) 
Disagree question 
Standard deviation: 1.17 
Positive/negative score: 0.34 
ADM DLS FEU PUP TIP UOE UPl1 
3.20 3.50 2.86 3.53 2.98 3.23 4.00 
Comment: Generally respondents do not think it is disrespectful to criticise teachers. UP 
Political Science students in particular and elite schools overall are very strong on the point. 
There is a sizeable minority agreeing, however. Needs further analysis. 
7. Economic development relies on extensive use of technology. 
Res nse 0 1 2 3 4 5 
Number 3 72 284 47 70 3 
Percentage 0.63 15.03 59.29 9.81 14.61 0.63 
Average 2.26 
Agree 356 (74.32%) 
Disagree 73 (15.24%) 
Agree question 
Standard deviation: 0.92 
Positive/negative score: 0.66 
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ADM DLS FEU PUP TIP UOE 
2.18 2.13 2.04 2.40 2.05 2.30 
Comment: Large degree of agreement on the assertion 
technological change. 
R_ Educated neonle are mainly interested in themselves. 
UP" 
2.67 
that development requires 
Response 0 1 2 3 4 5 
Number 1 37 103 67 226 45 
Percentage 0.21 7.72 21.50 13.99 47.18 9.39 
Average 3.29 
Agree 140 (29.23%) 
Disagree 271 (56.58%) 
Split question 
Standard deviation: 1.15 
Positive/negative score: -0.32 
ADM DLS FEU PUP TIP UOE UPII 
3.22 3.88 3.05 3.63 3.22 3.03 3.59 
Comment: A majority disagrees, but the result is not clear-cut. 
Q- Fdiicated nennte are never hannv with what they have. 
Response 0 1 2 3 4 5 
Number 1 20 71 88 235 64 
Percentage 0.21 4.18 14.82 18.37 49.06 13.36 
Average 3.53 
Agree 91 (19.00%) 
Disagree 299 (62.42%) 
Disagree question 
Standard deviation: 1.04 
Positive/negative score: -0.53 
ADM DLS FEU PUP TIP UOE 
3.63 3.13 3.56 3.55 3.57 3.38 
Comment: General disagree ment on this question. 
UPI i 
3.44 
In riIii, fpd nannI wnrrv loco ahnet nncceccinnc cmmnared to other neonle. 
Response 0 1 2 3 4 5 
Number 2 29 177 119 141 11 
Percentage 0.42 6.05 36.95 24.84 29.44 2.30 
Average 2.85 
Agree 206 (43.01%) 
Disagree 152 (31.73%) 
Split question 
Standard deviation: 1.01 
Positive/negative score: 0.16 
ADM DLS FEU PUP TIP UOE UPII 
2.86 3.75 2.73 2.86 2.71 2.70 3.48 
Comment: Very evenly div ided on this point. Again elite schools tend to take a different 
line from the others. 
r, a..,... ß,.. 1 ,,....., 1.. tonrl to ha mnra -nnt, -nt,, d with their 
life_ 
Response 0 1 2 3 4 5 
Number 1 47 204 47 170 10 
Percentage 0.21 9.81 42.59 9.81 35.49 2.09 
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Average 2.77 
Agree 251 
Disagree 180 
Split question 
Standard deviation: 
Positive/negative score: 
ADM DLS FEU 
2.84 3.38 2.52 
Comment: Further analysi 
(52.40%) 
(37.58%) 
1.11 
0.17 
PUP TIP UOE UPII 
2.83 2.60 2.84 2.85 
s needed. Evenly spread. 
12_ Education allows a nerson to get access to highly naid lobs. 
Response 0 1 2 3 4 5 
Number 0 209 227 9 31 3 
Percentage 0.00 43.63 47.39 1.88 6.47 0.63 
Average 1.73 
Agree 436 (91.02%) 
Disagree 34 (7.10%) 
Agree question 
Standard deviation: 0.84 
Positive/negative score: 0.86 
ADM DLS FEU PUP TIP UOE UPII 
1.46 1.50 1.77 1.66 1.64 1.90 2.48 
Comment: Very high level of agreement is evidence for the respondents' almost 
unquestioning faith in the ability of education to deliver success, employment, good 
standard of living etc. 
1I_ Fducation builds skills in neonle which emolovers value and use. 
Response 0 1 2 3 4 5 
Number 1 194 262 15 6 1 
Percentage 0.21 40.50 54.70 3.13 1.25 0.21 
Average 1.66 
Agree 456 (95.20%) 
Disagree 7 (1.46%) 
Agree question 
Standard deviation: 0.63 
Positive/negative score: 0.97 
ADM DLS FEU PUP TIP UOE UPII 
1.63 1.88 1.57 1.61 1.64 1.71 1.89 
Comment: And near 100% agreement on the fact that it is the content of the educational 
process which is useful, not just the certification process. Again note the elite schools are 
more sceptical. 
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14. Education fragments society by senarating neonle into rich and noor_ 
Response 0 1 2 3 4 5 
Number 2 19 81 65 239 73 
Percentage 0.42 3.97 16.91 13.57 49.90 15.24 
Average s.. Nb 
Agree 100 (20.88%) 
Disagree 312 (65.14%) 
Disagree question 
Standard deviation: 1.09 
Positive/negative score: -0.51 
ADM DLS FEU PUP TIP UOE UPII 
3.63 3.13 3.77 3.32 3.74 3.57 3.11 
Comment: A high degree of disagreement. Education is not seen as a divisive force, 
despite the fact that it gives access to highly paid jobs. Elite schools again form a slightly 
different group. 
15_ Education heins to nrnmote ennality_ 
Response 0 1 2 3 4 5 
Number 1 129 237 48 57 7 
Percentage 0.21 26.93 49.48 10.02 11.90 1.46 
overage 1. ii 
Agree 366 
Disagree 64 
Agree question 
Standard deviation: 
Positive/negative score: 
ADM DLS FEU 
1.98 2.38 1.92 
(74.41%) 
(13.36%) 
0.99 
0.70 
PUP TIP 
2.28 1.98 
UOE UPH 
2.09 2.63 
Comment: Education does promote equality. UP political scientists perhaps have an 
academic problem with the question! 
16. Education in the Philippines concentrates too much on subjects which are not 
useful for the majority of the nonulation_ 
Response 0 1 2 3 4 5 
Number 0 59 170 72 148 30 
Percentage 0.00 12.32 35.49 15.03 30.90 6.26 
Average 2.83 
Agree 229 (47.81%) 
Disagree 178 (37.16%) 
Split question 
Standard deviation: 1.18 
Positive/negative score: 0.13 
ADM DLS FEU PUP TIP UOE UPII 
2.84 3.13 2.71 2.66 3.50 2.79 2.52 
Comment: There is a split on curriculum. This needs more analysis. The higher score in 
PUP may correlate with ex pressions of dissatisfaction with the courses being studied by 
the respondents. 
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17. Education in the Philinoines is as good now as it has ever been. 
Response 0 1 2 3 4 5 
Number 0 63 223 76 101 16 
Percentage 0.00 13.15 46.56 15.87 21.09 3.34 
Average 2.55 
Agree 286 (59.71%) 
Disagree 117 (24.43%) 
Agree question 
Standard deviation: 1.07 
Positive/negative score: 0.42 
ADM DLS FEU PUP TIP UOE UPII 
2.39 2.63 2.13 2.83 2.19 2.65 3.48 
Comment: General agreement, but a significant number disagree. UP political scientists 
again show their independence. 
18. Education in the Philinnines relies too much an mPmnrv wnrk and rnta laarn: nn 
Response 0 1 2 3 4 5 
Number 1 42 211 79 132 14 
Percentage 0.21 8.77 44.05 16.49 27.56 2.92 
Average 1.71 
Agree 253 (52.82%) 
Disagree 146 (30.48%) 
Split question 
Standard deviation: 1.06 
Positive/negative score: 0.27 
ADM DLS FEU PUP TIP UOE UPII 
2.86 2.88 2.84 2.42 2.88 2.72 2.63 
Comment: Alongside 16 above, there is more agreement that the curriculum needs some 
attention. 
19. Education increases your chances of i ettinLy a highly nail inh_ 
Response 0 1 2 3 4 5 
Number 0 216 220 20 20 3 
Percentage 0.00 45.09 45.93 4.18 4.18 0.63 
Average 1.69 
Agree 436 (91.02%) 
Disagree 23 (4.80%) 
Agree question 
Standard deviation: 0.79 
Positive/negative score: 0.90 
ADM DLS FEU PUP TIP UOE UPII 
1.44 1.63 1.83 1.68 1.59 1.85 1.89 
Comment: Almost total agreement correlates with 12 above. Unquestioning confidence in 
the efficacy of the process. 
20. Education is important in itself and people should be able to study what they want, 
ovan if their churly rlnPC not lead dirtctly to any lob. 
Response 0 1 2 3- 1 4 5 
Number 2 94 235 37 108 3 
Percentage 0.42 19.62 49.06 7.72 22.55 0.63 
Average 2.35 
Agree 329 (68.68%) 
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Disagree 111 (23.17%) 
Agree question 
Standard deviation: 1.06 
Positive/negative score: 0.50 
ADM DLS FEU PUP 
2.38 1.38 2.26 2.58 
Comment: The process itsel f is worthwhile 
TIP UOE UPII 
2.40 2.32 1.70 
Very liberal stance. 
21. Education is just a way of identifying the most employable people. 
Response 0 1 2 3 4 5 
Number 1 39 159 58 193 29 
Percentage 0.21 8.14 33.19 12.11 40.29 6.05 
Average 3.03 
Agree 198 (41.34%) 
Disagree 222 (46.35%) 
Split question 
Standard deviation: 1.15 
Positive/negative score: -0.05 
ADM DLS FEU PUP TIP UOE UPII 
3.24 3.25 2.68 3.07 2.88 2: 99 3.44 
Comment: A split response. Needs more work. Suggests that the less elite schools are 
conscious of education as a selection process than the others. 
22. Education is the main thing which will determine a person's earnings. 
Response 0 1 2 3 4 5 
Number 1 58 174 42 190 14 
Percentage 0.21 12.11 36.33 8.77 39.67 2.92 
Average 2.85 
Agree 232 (48.43%) 
Disagree 204 (42.59%) 
Split question 
Standard deviation: 1.17 
Positive/negative score: 0.07 
ADM DLS FEU PUP TIP UOE UP11 
3.08 2.38 2.44 2.93 2.60 2.88 3.33 
Comment: Complex response. Opposed positions of elite schools is interesting point. 
23. Education maintains the status quo. 
Response 0 1 2 3 4 5 
Number 9 35 255 125 54 1 
Percentage 1.88 7.31 53.24 26.10 11.27 0.21 
Average 2.43 
Agree 290 (60.54%) 
Disagree 55 (11.48%) 
Agree question 
Standard deviation: 0.86 
Positive/negative score: 0.69 
ADM DLS FEU PUP TIP UOE UPH 
2.56 2.63 2.31 ' 
2.36 2.33 2.28 2.52 
Comment: An agree question. Large score for don't know might be a result of using the 
term status quo. The lower status colleges' score seem to agree more than the rest. 
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24. Education promotes indenendent thinkinu_ 
Response 0 1 2 3 4 5 
Number 4 132 285 20 34 4 
Percentage 0.84 27.56 59.50 4.18 7.10 0.84 
average 1.91 
Agree 417 (87.06%) 
Disagree 38 (7.93%) 
Agree question 
Standard deviation: 0.84 
Positive/negative score: 0.83 
ADM DLS FEU PUP TIP UOE UPII 
1.97 1.75 1.75 1.94 1.90 1.94 2.11 
Comment: Strong agreement. 
25_ Education nrmmntt s unth rctandino of the rIWo. -o., t "v^. - n... l .. 1--- :.......: ate. 
Response 0 1 2 3 4 5 
Number 3 158 288 12 16 2 
Percentage 0.63 32.99 60.13 2.51 3.34 0.42 
rtverage i. ii 
Agree 446 (93.11%) 
Disagree 18 (3.76%) 
Agree question 
Standard deviation: 0.70 
Positive/negative score: 0.92 
ADM DLS FEU PUP TIP 
1.80 1.75 1.61 1.74 1.69 
Comment: Very strong agreement. 
26_ Education teaches van to do as von arp tnlrl 
UOE UPH 
1.82 2.11 
'Response 0 1 2 3 4 5 
Number 4 50 191 48 170 16 
Percentage 0.84 10.44 39.87 10.02 35.48 3.34 
Average 2.81 
Agree 241 (50.31%) 
Disagree 186 (38.83%) 
Split question 
Standard deviation: 1.16 
Positive/negative score: 0.14 
ADM DLS FEU PUP TIP UOE UPII 
2.68 3.50 2.55 3.02 2.50 2.74 3.48 
Comment: Split response. Two elite schools disagree here. Generally greater agreement 
from lower status colleges. 
27. Educational success is determined mainly by a person's social or family 
hncksrrnund_ 
Response 0 1 2 3 4 5 
Number 3 29 142 37 242 26 
Percentage 0.63 6.05 29.65 7.72 50.52 5.43 
Average 3.20 
Agree 171 (35.70%) 
Disagree 268 (55.95%) 
Split question 
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Standard deviation: 1.14 
Positive/negative score: -0.21 
ADM DLS FEU PUP TIP UOE UPII 
3.34 3.00 2.81 3.38 3.26 2.93 3.59 
Comment: More work needed on analysis. Interesting that the lower status mass education 
private colleges appear to agree more strongly than the rest. 
28. Families should have fewer children. 
Response 0 1 2 3 4 5 
Number 4 116 241 54 58 6 
Percentage 0.84 24.22 50.31 11.27 12.11 1.25 
Average 2.15 
Agree 357 (74.53%) 
Disagree 64 (13.36%) 
Agree question 
Standard deviation: 0.98 
Positive/negative score: 0.70 
ADM DLS FEU PUP TIP 
2.25 2.25 2.22 2.08 2.05 
Comment: General strong agreement. 
29. Small farmers do not need education. 
UOE UPH 
2.03 2.26 
Response 0 1 2 3 4 5 
Number 3 3 5 7 207 254 
Percentage 0.63 0.63 1.04 1.46 43.22 53.03 
Average 4.48 
Agree 8 (1.67%) 
Disagree 461 (96.24%) 
Disagree question 
Standard deviation: 0.74 
Positive/negative score: -0.95 
ADM DLS FEU PUP TIP 
4.54 4.50 4.45 4.37 4.48 
Comment: Very strong disagreement. 
UOE UPII 
4.39 4.63 
30. It is better to educate a small number of highly trained and expert people than 
develop literacy in everyone. 
Response 0 1 2 3 4 5 
Number 3 27 87 57 200 105 
Percentage 0.63 5.64 18.16 11.90 41.75 21.92 
Average 3.57 
Agree 114 (23.80%) 
Disagree 305 (62.67%) 
Disagree question 
Standard deviation: 1.21 
Positive/negative score: -0.45 
ADM DLS FEU PUP TIP UOE UPII 
3.44 4.00 3.26 3.76 3.48 3.39 4.37 
Comment: General disagreement indicates overall belief in education. Elite colleges appear 
to disagree more strongly than the rest. 
31. Free trade promotes national development. 
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Response 0 1 2 3 4 5 
Number 5 37 239 129 60 9 
Percentage 1.04 7.72 49.90 26.93 12.53 1.88 
Average 2.50 
Agree 276 (57.62%) 
Disagree 69 (14.41%) 
Agree question 
Standard deviation: 0.91 
Positive/negative score: 0.61 
ADM DLS FEU PUP TIP UOE UPII 
2.45 2.63 2.31 2.67 2.26 2.49 2.63 
Comment: General agreement on this question. Philippine left would certainly oppose this 
position, at least from a nationalist perspective. A large number of `don't know' responses 
might indicate either non-understanding of the question or lack of general political 
consciousness among the students. 
32. Having an education helps people find work overseas. 
Response 0 1 2 3 4 5 
Number 5 33 263 35 117 26 
Percentage 1.04 6.89 54.91 7.31 24.43 5.43 
Average 2.66 
Agree 296 (61.80%) 
Disagree 143 (29.85%) 
Agree question 
Standard deviation: 1.12 
Positive/negative score: 0.36 
ADM DLS FEU PUP TIP UOE UPII 
2.39 2.63 2.56 2.78 2.55 2.87 2.37 
Comment: Fairly strong agreement on this. It also has to be remembered that the students 
believe that education help s in the finding of any job. 
33. Hi2hly paid . 
lobs always go to members of the elite. 
Response 0 1 2 3 4 5 
Number 6 64 143 89 146 31 
Percentage 1.25 13.36 29.85 18.58 30.48 6.47 
Average 2.87 
Agree 207 (43.22%) 
Disagree 177 (36.95%) 
Split question 
Standard deviation: 1.22 
Positive/negative score: 0.09 
ADM DLS FEU PUP TIP 
2.97 2.75 2.66 2.82 2X 
Comment: A very even split on this question, 
More work on analysis needed. 
UOE UPI i 
2.89 2.59 
with no obvious pattern across the colleges. 
, Id 11 alnno will rlprirle where to work after my education. 
Response 0 1 2 3 4 5 
Number 5 169 216 28 58 3 
Percentage 1.04 35.28 45.09 5.85 12.11 0.63 
Average 1.97 
Agree 385 (80.38%) 
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Disagree 61 (12.73%) 
Agree question 
Standard deviation: 1.00 
Positive/negative score: 0.73 
ADM DLS FEU PUP TIP UOE UP1I 
1.90 2.63 1.82 1.86 2.00 1.91 2.63 
Comment: Very strong agreement indicates that the students have a very highly developed 
sense of individuality. This strongly contradicts the analysis that secular and sacral values 
coexist equally in the national character. The students respond clearly that they themselves, 
and not their families or kinship ties, will determine their future careers. Also interesting 
that the elite schools agree less strongly than the less elite schools. 
35.1 want to stay in the Philippines when I have finished my education. 
Response 0 1 2 3 4 5 
Number 5 139 166 124 37 8 
Percentage 1.04 29.02 34.66 25.89 7.72 1.67 
Average 2.18 
Agree 305 (63.67%) 
Disagree 45 (9.39%) 
Agree question 
Standard deviation: 1.01 
Positive/negative score: 0.75 
ADM DIS FEU PUP TIP UOE UPI1 
2.25 2.13 2.38 2.09 2.19 2.00 1.96 
Comment: Quite clear agreement on the issue. The majority of students want to stay at 
home. A significant number, however, 26%, answered `don't know'. Needs some analysis. 
36.1 want to work overseas and would not consider working in the Philinnines 
Response 0 1 2 3 4 5 
Number 3 11 26 108 225 106 
Percentage 0.63 2.30 5.43 22.55 46.97 22.13 
Average 3.82 
Agree 37 (7.72%) 
Disagree 331 (69.10%) 
Disagree question 
Standard deviation: 0.96 
Positive/negative score: -0.75 
ADM DLS FEU PUP TIP UOE UPIL 
3.77 3.75 3.57 3.90 3.79 3.73 4.26 
Comment: Mirrors the question above with a similar number of `don't knows'. 
37. If I have a problem, it is better to share it with other members of my family rather 
than trv to solve it nivself. 
Response 0 1 2 3 4 5 
Number 3 128 223 34 78 13 
Percentage 0.63 26.72 46.56 7.10 16.28 2.71 
Average 2.21 
Agree 351 (73.28%) 
Disagree 91 (19.00%) 
Agree question 
Standard deviation: 1.11 
Positive/negative score: 0.59 
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ADM DLS FEU PUP TIP UOE UPII 
1.95 2.50 2.35 2.27 2.09 2.19 2.52 
Comment: General agreement. Strength of family ties shows up here. 
38. It is a good thing to preserve the tradition of large families. 
Response 0 1 2 3 4 5 
Number 4 53 126 68 189 39 
Percentage 0.84 11.06 26.30 14.20 39.46 8.14 
Average 3.07 
Agree 179 (37.37%) 
Disagree 228 (47.60%) 
Split question 
Standard deviation: 1.23 
Positive/negative score: -0.11 
ADM DLS FEU PUP TIP UOE 
2.90 2.75 2.75 3.40 3.10 3.04 
Significant but not overall d isagreement. Needs analysis. 
UP" 
2.89 
39. It is better for married couples to wait before having children 
Response 0 1 2 3 4 5 
Number 5 120 251 59 38 6 
Percentage 1.04 25.05 52.40 12.32 7.93 1.25 
Average 12.07 
Agree 371 (77.45%) 
Disagree 44 (9.19%) 
Agree question 
Standard deviation: 0.92 
Positive/negative score: 0.79 
ADM DLS FEU PUP TIP UOE UPII 
2.20 1.88 1.94 2.03 1.91 2.05 2.26 
Comment: General agreeme nt. 
40. It is better to cut costs in higher education so that everyone can have elementary 
education. 
Response 0 1 2 3 4 5 
Number 3 45 108 95 174 54 
Percentage 0.63 9.39 22.55 19.83 36.33 11.27 
Average 3.18 
Agree 153 (31.94%) 
Disagree 228 (47.60%) 
Split question 
Standard deviation: 1.20 
Positive/negative score: -0.19 
ADM DIS FEU PUP TIP 
3.40 2.38 2.74 3.40 3.33 
Comment: Needs analysis. No clear pattern. 
UOE UPII 
2.89 3.33 
41. It is better to educate a small number of highly trained and expert people than to 
provide elementarv education for everyone. 
I'Response 012345 
Number 3 13 49 48 252 114 
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Percentage 0.63 2.71 10.23 10.02 52.61 23.80 
Average 3.85 
Agree 62 (12.94%) 
Disagree 366 (76.41%) 
Disagree question 
Standard deviation: 1.03 
Positive/negative score: -0.70 
ADM DLS FEU PUP TIP UOE UP11 
3.94 3.38 3.64 3.96 3.74 3.71 4.19 
Comment: Confirms overall belief in the needs for widest access to education. 
Average 2.94 
Agree 180 (37.58%) 
Disagree 183 (38.20%) 
Split question 
Standard deviation: 1.10 
Positive/negative score: 0.01 
ADM DLS FEU PUP TIP UOE UPII 
3.12 2.75 2.97 2.70 3.31 2.68 2.93 
Comment: Standard Philippine left position produces a split response. Again a large 
number of `don't knows' might indicate general lack of awareness of wider issues. 
Res nse 0 1 2 3 4 5 
Number 5 44 136 111 170 13 
Percentage 1.04 9.19 28.39 23.17 35.49 2.71 
42. Foreign firms hinder development because they take profits out of the country. 
43. It is good for society's values and assumptions to be questioned. 
Response 0 1 2 3 4 5 
Number 6 41 281 105 43 3 
Percents e 1.25 8.56 58.66 21.92 9.98 0.63 
Average 2.34 
Agree 322 (67.22%) 
Disagree 46 (9.60%) 
Agree question 
Standard deviation: 0.82 
Positive/negative score: 0.75 
ADM DLS FEU PUP TIP UOE UPH 
2.44 1.63 2.36 2.23 2.41 2.29 2.04 
Comment: Generally stronger agreement among elite schools. Overall agreement. 
Average 2.11 
Agree 384 (80.17%) 
Disagree 32 (6.68%) 
Agree question 
Standard deviation: 0.77 
Positive/negative score: 0.85 
ADM DIS FEU PUP TIP UOE UPI 1 
2.18 1.63 2.09 2.13 2.19 1.99 1.81 
Response 0 1 2 3 4 5 
Number 5 73 311 58 30 2 
Percentage 1.04 15.24 64.93 12.11 6.26 0.42 
44. It is important to challenge views if I do not agree with them. 
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hkl-- 
- 
Comment: General agreement - especially from the elite schools. 
45_ It will he hard to pet a inh in the Philinninpe whan my atlnratinn :c 
Response 0 1 2 3 4 5 
Number 5 41 139 96 172 26 
Percentage 1.04 8.56 29.02 20.04 35.91 5.43 
Average 3. U 1 
Agree 180 (37.58%) 
Disagree 198 (41.34%) 
Split question 
Standard deviation: 1.14 
Positive/negative score: -0.03 
ADM DLS FEU PUP TIP UOE UP11 
3.14 3.25 2.83 2.99 3.22 2.90 2.41 
Comment: Split response. High number of `don't knows' might indicate a general 
confusion over career matters amongst the students. Needs analysis. 
46. Lack of unity behind a clear set of values is a sign of weakness in a society 
Response 0 1 2 3 4 5 
Number 6 165 245 31 27 5 
Percentage 1.25 34.45 51.15 6.47 5.64 1.04 
Average 1.86 
Agree 410 (85.59%) 
Disagree 32 (6.68%) 
Agree question 
Standard deviation: 0.87 
Positive/negative score: 0.86 
ADM DLS FEU PUP TIP UOE 
1.85 1.75 1.87 1.71 1.74 1.94 
Comment: Very strong agreement. Highly normative. 
47. Manv teachers in my high school were unqualified. 
UPI I 
2.11 
Response 0 1 2 3 4 5 
Number 8 16 86 60 264 45 
Percentage 1.67 3.34 17.95 12.53 55.11 9.39 
Average 3.50 
Agree 102 (21.29%) 
Disagree 309 (64.51%) 
Disagree question 
Standard deviation: 1.09 
Positive/negative score: -0.47 
ADM DLS FEU PUP TIP 
3.51 3.88 3.27 3.57 3.79 
Comment: Strong disagreement. 
UOE UPII 
3.31 2.81 
48. Multi-national corporations help national development by investing in the country. 
Response 0 1 2 3 4 5 
Number 11 47 287 78 47 9 
Percentage 2.30 9.81 59.92 16.28 9.81 1.88 
Average Z. 3/. 
Agree 334 (69.73%) 
Disagree 56 (11.69%) 
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Agree question 
Standard deviation: 0.92 
Positive/negative score: 0.72 
ADM DLS FEU PUP TIP UOE UPII 
2.17 2.88 1.91 2.69 1.95 2.24 2.52 
Comment: Generally strong agreement. Counters the left position, showing that the 
students are generally not politically active on the left or nationalist positions. 
49. My aim is to work overseas when I have finished my education. 
Response 0 1 2 3 4 5 
Number 8 20 76 113 201 61 
Percentage 1.67 4.18 15.87 23.59 41.96 12.73 
Average 3.44 
Agree 96 (20.04%) 
Disagree 262 (54.70%) 
Disagree question 
Standard deviation: 1.12 
Positive/negative score: -0.43 
ADM DLS FEU PUP TIP UOE UPII 
3.24 3.75 3.12 3.53 3.33 3.38 4.04 
Comment: Generally a disagree question, but needs a lot of analysis. Again a large number 
of `don't knows' would suggest that there is confusion over career issues. But 20% say 
they do want to work overseas. 
50. My education is most useful in helping me to find a job in the Philippines. 
Response 0 1 2 3 4 5 
Number 8 164 244 43 16 4 
Percentage 1.67 34.24 50.94 8.98 3.34 0.84 
Average 1.84 
Agree 408 (85.18%) 
Disagree 20 (4.18%) 
Agree question 
Standard deviation: 0.82 
Positive/negative score: 0.91 
ADM DLS FEU PUP TIP UOE UPII 
1.85 2.00 1.71 1.83 1.74 1.74 2.15 
Comment: Strong agreemen t. Education is seen as essential for finding any job. 
51. My increased earnings as a result of education will not make up for what I have 
paid in school and college fees. 
Response 0 1 2 3 4 5 
Number 10 26 102 100 208 33 
Percentage 2.09 5.43 21.29 20.88 43.42 6.89 
Average 3.26 
Agree 128 (26.72%) 
Disagree 241 (50.31%) 
Split question 
Standard deviation: 1.14 
Positive/negative score: -0.27 
ADM DLS FEU PUP TIP UOE UPII 
3.35 3.25 2.86 3.46 3.29 2.86 3.37 
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Comment: Large number of `don't knows' as usual for a career-based question. Still 
general belief in the idea that education will open up opportunity for higher earnings. 
52. I, myself, have the most power over my future success. 
Response 0 1 2 3 4 5 
Number 8 215 196 35 19 6 
Percentage 1.67 44.89 40.92 7.31 3.97 1.25 
Average 1.74 
Agree 411 (85.80%) 
Disagree 25 (5.22%) 
Agree question 
Standard deviation: 0.88 
Positive/negative score: 0.89 
ADM DLS FEU PUP TIP UOE UPH 
1.82 1.38 1.48 1.83 1.67 1.65 1.85 
Comment: Very strong agreement confirms findings elsewhere in the survey that it is 
through individual effort that people pass or fail, succeed or not. 
Sý_ National develonment is helped by imposing tariffs on imports. 
Response 0 1 2 3 4 5 
Number 12 41 242 121 56 7 
Percentage 2.51 8.56 50.52 25.26 11.69 1.46 
Average 2.46 
Agree 283 (59.08%) 
Disagree 63 (13.15%) 
Agree question 
Standard deviation: 0.94 
Positive/negative score: 0.65 
ADM DLS FEU PUP TIP UOE UPI1 
2.39 2.25 2.30 2.47 2.53 2.27 2.59 
Comment: Large number of `don't knows' suggests a lack of general knowledge or 
inability to understand the q uestion. A hint of a nationalist perspective. 
U watinna1 develonment is helped when more people have access to education. 
Response 0 1 2 3 4 5 
Number 11 134 270 46 15 3 
Percentage 2.30 27.97 56.37 9.60 3.13 0.63 
Average 1.90 
Agree 404 (84.34%) 
Disagree 18 (3.76%) 
Agree question 
Standard deviation: 0.79 
Positive/negative score: 0.92 
ADM DLS FEU PUP TIP UOE UPI 1 
1.82 2.00 2.03 1.92 1.74 1.78 1.63 
Comment: Total belief in the efficacy of education. 
55. Paving for education is a form of investment. 
Response 0 1 2 3 4 5 
Number 8 103 248 67 47 6 
Percentage 1.67 21.50 51.77 13.99 9.81 1.25 
Average 2.16 
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Agree 351 
Disagree 53 
Agree question 
Standard deviation: 
Positive/negative score: 
ADM DIS FEU 
2.30 1.50 2.04 
Comment: As above in the 
(73.28%) 
(11.06%) 
0.96 
0.74 
PUP TIP 
2.18 2.26 
previous question. 
UOE UPH 
2.05 1.70 
56. Poor neonle can become better off through education. 
Response 0 1 2 3 4 5 
Number 8 140 237 38 46 10 
Percentage 1.67 29.33 49.48 7.93 9.60 2.09 
Average 2.04 
Agree 377 (78.71%) 
Disagree 56 (11.69%) 
Agree question 
Standard deviation: 1.01 
Positive/negative score: 0.75 
ADM DLS FEU PUP TIP 
2.04 1.88 2.17 1.98 2.07 
Comment: Complete agreement. 
57. Privilege in society is reduced by education. 
UOE UPH 
1.86 2.00 
Response 0 1 2 3 4 5 
Number 10 20 114 123 180 32 
Percentage 2.09 4.18 23.80 25.68 37.58 6.68 
Average 3.19 
Agree 134 (27.97%) 
Disagree 212 (44.26%) 
Split question 
Standard deviation: 1.11 
Positive/negative score: -0.19 
ADM DLS FEU PUP TIP UOE UPII 
3.42 3.25 2.78 3.19 3.19 2.99 3.15 
Comment: Tendency to disagree would suggest that the question was understood correctly. 
No clear pattern. Analysis needed. 
58. Providing good quality elementary education for everybody in the Philippines 
wnnld he tna exnensive. 
Response 0 1 2 3 4 5 
Number 10 24 92 66 237 50 
Percentage 2.09 5.01 19.21 13.78 49.48 10.44 
Average 3.42 
Agree 116 (24.22%) 
Disagree 287 (59.92%) 
Disagree question 
Standard deviation: 1.17 
Positive/negative score: -0.39 
ADM DLS FEU PUP TIP UOE UPII 
3.46 2.50 3.27 3.50 3.47 3.23 3.00 
Comment: General belief in the efficacy and essential nature of education confirmed again 
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59. Raising children is the pose of marriage. 
Response 0 1 2 3 4 5 
Number 6 25 149 70 172 57 
Percentage 1.25 5.22 31.11 14.61 35.91 11.90 
Average 3.18 
Agree 174 (36.33%) 
Disagree 229 (47.81%) 
Split question 
Standard deviation: 1.20 
Positive/negative score: -0.12 
ADM DLS FEU PUP TIP UOE UPII 
2.87 3.75 3.08 3.35 3.31 3.03 3.30 
Comment: Strong evidence of `modem' values and individualism. Though the response is 
split, the number of disagre e responses in what is usually assumed to be a pious Catholic 
country is significant. 
60. School was tenerally boring or uninteresting. 
Response 0 1 2 3 4 5 
Number 6 10 21 25 253 164 
Percentage 1.25 2.09 4.38 5.22 52.82 34.24 
Average 4.14 
Agree 31 (6.47%) 
Disagree 417 (87.06%) 
Disagree question 
Standard deviation: 0.98 
Positive/negative score: -0.84 
ADM DLS FEU PUP TIP UOE UPI! 
4.22 4.25 4.00 4.17 4.28 3.85 4.00 
Comment: Not only is the e fficacy of education thoroughly believed, but the process itself 
seems to receive the near un animous endorsement of the students. 
61. Society is strengthened when there are many different peoples and beliefs. 
Response 0 1 2 3 4 5 
Number 6 16 146 98 174 39 
Percentage 1.25 3.34 30.48 20.46 36.33 8.14 
Average 3.16 
Agree 162 (33.82%) 
Disagree 213 (44.47%) 
Split question 
Standard deviation: 1.11 
Positive/negative score: -0.12 
ADM DIS FEU PUP TIP UOE 
3.16 2.88 3.00 3.34 3.12 2.99 
Comment: A split question, but there is a strong tendency 
pluralism. 
UPI I 
2.89 
for respondents to shun 
62. Staving in the Philippines is what I want, but I may have to go overseas for work. 
Response 0 1 2 3 4 5 
Number 5 66 239 69 77 23 
Percentage 1.04 13.78 49.90 14.41 16.08 4.80 
Average 2.48 
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Agree 305 
Disagree 100 
Agree question 
Standard deviation: 
Positive/negative score: 
ADM DLS FEU 
2.30 2.25 2.22 
Comment: Already there i 
(63.67%) 
(20.88%) 
1.09 
0.51 
PUP TIP UOE UPH 
2.43 2.69 2.60 2.70 
a strong awareness of the possibility of migration. 
63. Students should always challenLye their teachers when they think they are wrnna_ 
Response 0 1 2 3 4 5 
Number 5 111 273 30 58 2 
Percentage 1.04 23.17 56.99 6.26 12.11 0.42 
Average 2.09 
Agree 384 (80.17%) 
Disagree 60 (12.53%) 
Agree question 
Standard deviation: 0.93 
Positive/negative score: 0.73 
ADM DLS FEU PUP TIP 
1.95 1.75 2.01 2.13 2.09 
Comment: No blind obedience. 
UOE UPH 
2.18 1.96 
64. The country cannot afford to educate so many college graduates because many of 
them will not find wnrk_ 
Response 0 1 2 3 4 5 
Number 7 53 167 73 151 28 
Percentage 1.46 11.06 34.86 15.24 31.52 5.85 
Average 2.86 
Agree 220 (45.93%) 
Disagree 179 (37.37%) 
Split question 
Standard deviation: 1.20 
Positive/negative score: 0.12 
ADM DLS FEU PUP TIP UOE 
3.01 3.00 2.35 3.03 2.74 2.67 
Comment: Split question. Positive responses may indicate 
unemployment. 
65_ The country could develon aiding small farmers. 
UPI I 
3.26 
an awareness of graduate 
Response 0 1- 1 2 3 4 5 
Number 5 113 273 56 28 4 
Percentage 1.04 23.59 56.99 11.69 5.85 0.84 
Average 2. U2 
Agree 386 (80.58%) 
Disagree 32 (6.68%) 
Agree question 
Standard deviation: 0.84 
Positive/negative score: 0.85 
ADM DLS FEU PUP TIP UOE UPII 
1.99 2.13 1.94 1.97 2.21 2.02 1.81 
Comment: Very strong agreement - strongest in elite schools. 
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66. The country's future development will depend a lot on the quality of its managers 
and professionals. 
Response 0 1 2 3 4 5 
Number 5 74 218 72 94 16 
Percentage 1.04 15.45 45.51 15.03 19.62 3.34 
Average 2.49 
Agree 292 (60.96%) 
Disagree 110 (22.96%) 
Agree question 
Standard deviation: 1.10 
Positive/negative score: 0.46 
ADM DLS FEU PUP TIP UOE UPI! 
2.43 2.38 2.26 2.64 2.40 2.58 2.19 
Comment: Agree question. Efficacy of education, but also recognition of a certain kind of 
development. 
67. The highly paid jobs go only to the elite. 
Response 0 1 2 3 4 5 
Number 6 45 122 70 194 42 
Percentage 1.24 9.39 25.47 14.61 40.50 8.77 
Average 3.14 
Agree 167 (34.86%) 
Disagree 236 (49.27%) 
Split question 
Standard deviation: 1.22 
Positive/negative score: -0.15 
ADM DLS FEU PUP TIP UOE UPI! 
3.37 2.63 2.83 3.20 3.29 3.01 2.59 
Comment: General agreeme nt amongst the elite. Otherwise people are not sure. 
68. The qualifications needed for. jobs nowadays are higher than they used to be. 
Response 0 1 2 3 4 5 
Number 6 101 294 56 21 1 
Percentage 1.25 21.09 61.38 11.69 4.38 0.21 
Average 2.00 
Agree 395 (82.46%) 
Disagree 22 (4.59%) 
Agree question 
Standard deviation: 0.76 
Positive/negative score: 0.90 
ADM DLS FEU PUP TIP 
2.08 1.88 2.04 1.85 1.98 
Comment: General awarene ss of grade inflation. 
UOE UPI I 
2.00 1.89 
69. The views of my elders should always be respected, even when I do not agree with 
them. 
Response 0 1 2 3 4 5 
Number 6 49 209 39 150 26 
Percentage 1.25 10.23 43.63 8.14 31.32 5.43 
Average 2.78 
Agree 258 (54.54%) 
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Disagree 176 
Split question 
Standard deviation: 
Positive/negative score: 
ADM DLS FEU 
2.94 2.75 2.60 
Comment: Evidence of the 
(37.20%) 
1.19 
0.20 
PUP TIP UOE UP11 
2.83 2.50 2.78 2.48 
sacral here. But a large number of students do not agree. 
70. There are lots of jobs for educated people in the Philippines. 
Response 0 1 2 3 4 5 
Number 5 41 167 58 169 39 
Percentage 1.04 8.56 34.86 12.11 35.28 8.14 
Average 3.00 
Agree 208 (43.42%) 
Disagree 208 (43.42%) 
Split question 
Standard deviation: 1.21 
Positive/negative score: 0.01 
ADM DLS FEU PUP TIP UOE 
2.83 2.63 2.91 2.96 2.90 " 2.98 
Comment: UP response may have something to do with 
scientists. 
Completely even split. Low number of `don't knows'. 
UP" 
3.81 
the fact that they are political 
71. There are more opportunities now for educated people than there were for your 
parents. 
'Response 0 1 2 3 4 5 
Number 7 47 226 72 117 10 
Percentage 1.46 9.81 47.18 15.03 24.43 2.09 
Average 2.61 
Agree 273 (56.99%) 
Disagree 127 (26.51%) 
Agree question 
Standard deviation: 1.07 
Positive/negative score: 0.38 
ADM DLS FEU PUP TIP UOE UPI1 
2.45 3.38 2.34 2.71 2.36 2.56 3.33 
Comment: General agreement, but not in elite schools. 
72. There are only a limited number of opportunities for people to gain higher status 
through education. 
Response 0 1 2 3 4 5 
Number 8 31 187 70 170 13 
Percentage 1.67 6.47 39.04 14.61 35.49 2.71 
Average 2.89 
Agree 218 (45.51%) 
Disagree 183 (38.207%) 
Split question 
Standard deviation: 1.11 
Positive/negative score: 0.11 
ADM DLS FEU PUP TIP UOE UPI1 
2.96 3.13 2.65 3.06 2.91 2.59 2.70 
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Comment: Complete split. 
73. There are values in society which should never hp nnpctinnprl_ 
Response 0 1 2 3 4 5 
Number 8 26 195 92 145 13 
Percentage 1.67 5.43 40.71 19.21 30.27 2.71 
Average 2.84 
Agree 221 (46.14%) 
Disagree 158 (32.99%) 
Split question 
Standard deviation: 1.07 
Positive/negative score: 0.18 
ADM DLS FEU PUP TIP UOE 
2.86 3.25 2.65 2.93 2.71 2.64 
Comment: Yes there are, bu t less so for the elite places. 
UP" 
2.96 
74_ There hac been a deterioration in Pdnentinn in tha Phillnn: nom 
Response 0 1 2 3 
---- 
4 
------- 
5 
Number 9 31 207 156 68 8 
Percentage 1.88 6,47 43.22 32.57 14.20 1.67 
Average Z. o1 
Agree 238 (49.69%) 
Disagree 76 (15.87%) 
Split question 
Standard deviation: 0.94 
Positive/negative score: 0.53 
ADM DLS FEU PUP TIP UOE UPII 
2.62 3.00 2.51 2.56 2.84 2.43 2.22 
Comment: General agreement, but a lot of `don't knows' Again evidence of lack of general 
knowledge or politicisation. 
75. There is not enoueh time spent on learning Fnnlish. 
Response 0 1 2 3 4 5 
Number 8 30 173 45 193 30 
Percentage 1.67 6.26 36.12 9.39 40.29 6.26 
Average 3. U4 
Agree 203 (42.38%) 
Disagree 223 (46.56%) 
Split question 
Standard deviation: 1.19 
Positive/negative score: -0.03 
ADM DLS FEU PUP TIP UOE UPII 
3.04 3.75 3.03 2.97 3.03 2.85 3.04 
Comment: Split. 
76 _ 
ThprP is ton noch nrnuressive or modern education. 
Response 0 1 2 3 4 5 
Number 10 39 224 83 111 12 
Percentage 2.09 8.14 46.76 17.33 23.17 2.51 
Average 2.64 
Agree 263 (54.91%) 
Disagree 123 (25.68%) 
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Agree question 
Standard deviation: 1.07 
Positive/negative score: 0.38 
ADM DLS FEU PUP TIP UOE UPII 
2.70 2.88 2.30 2.70 2.17 2.53 3.59 
Comment: General agreement, but a fair split. 
77_ Understanding of Filininn culture is dPvPInnPd hv the, adviraKnn eý, cf rn 
Response 0 2 3 4 5 
Number 7 71 327 31 41 2 
Percentage 1.46 14.82 68.27 6.47 8.56 0.42 
rtverage .. IU 
Agree 398 (83.09%) 
Disagree 43 (8.98%) 
Agree question 
Standard deviation: 0.80 
Positive/negative score: 0.81 
ADM DLS FEU PUP TIP UOE 
2.03 2.25 2.04 2.12 1.95 2.04 
Comment: One of the systems prime aims seems to happen. 
UP" 
2.41 
7R_ Western values dnminate Pdne tinn evctpý, ;., ti, o nti: i:....:..,... 
Response 0 1 -- ---- 2 
----- 
3 4 5 
Number 8 37 243 107 81 3 
Percentage 1.67 7.72 50.73 22.34 16.91 0.63 
nVGlagr, 4. J1 
Agree 280 (58.46%) 
Disagree 84 (17.54%) 
Agree question 
Standard deviation: 0.94 
Positive/negative score: 0.55 
ADM DLS FEU PUP TIP 
2.73 2.38 2.40 2.41 2.55 
Comment: But it is a Western system. 
UOE UPH 
2.36 2.30 
79. What the country needs most is to develop the literacy and numeracy of the 
ueneral nonulation. 
Response 0 1 2 3 4 5 
Number 10 112 248 73 30 6 
Percentage 2.09 23.38 51.77 15.24 6.26 1.25 
Average 2.08 
Agree 360 (75.16%) 
Disagree 36 (7.52%) 
Agree question 
Standard deviation: 0.91 
Positive/negative score: 0.82 
ADM DIS FEU PUP TIP UOE UPI1 
2.10 2.25 2.10 1.92 2.00 2.16 1.74 
Comment: Total belief in education. 
S0. When peasants are taught to read and write, they can produce more on their 
farms. 
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Response 0 1 2 3 4 5 
Number 9 73 246 93 52 6 
Percentage 1.88 15.24 51.36 19.42 10.86 1.25 
Average 2.30 
Agree 319 (66.60%) 
Disagree 58 (12.11%) 
Agree question 
Standard deviation: 0.95 
Positive/negative score: 0.70 
ADM DLS FEU PUP TIP UOE UP11 
2.32 2.25 2.18 2.42 2.09 2.15 2.37 
Comment: As above. Most strongly felt in low status colleges. 
81. My family should have a large say in where you should work. 
Response 0 1 2 3 4 5 
Number 8 15 131 87 218 20 
Percentage 1.67 3.13 27.35 18.16 45.51 4.18 
Average 3.21 
Agree 146 (30.48%) 
Disagree 238 (49.69%) 
Split question 
Standard deviation: 1.07 
Positive/negative score: -0.21 
ADM DLS FEU PUP TIP 
3.23 3.13 2.86 3.25 2.95 
Comment: Quite strongly in dividualistic. 
UOE UPH 
3.23 3.48 
82. My lessons at school were generally interesting and enjoyable 
Response 0 1 2 3 4 5 
Number 8 85 291 43 49 3 
Percentage 1.67 17.75 60.75 8.98 10.23 0.63 
Average 2.14 
Agree 376 (78.50%) 
Disagree 52 (10.86%) 
Agree question 
Standard deviation: 0.89 
Positive/negative score: 0.76 
ADM DLS FEU PUP TIP UOE UPI1 
2.01 2.00 2.06 2.30 1.79 2.09 2.41 
Comment: Process praised again. 
X3. My success in the future will be largely a matter of luck. 
Response 0 1 2 3 4 5 
Number 8 68 142 52 161 48 
Percentage 1.67 14.20 29.65 10.86 33.61 10.02 
Average 2.96 
Agree 210 (43.84%) 
Disagree 209 (43.63%) 
Split question 
Standard deviation: 1.32 
Positive/negative score: 0.02 
ADM DLS FEU PUP TIP UOE UPI! 
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2.85 3.38 2.53 3.13 2.55 2.88 3.93 
Comment: The elite schools seem to rely less on luck than the others. 
84. My teachers at school were generally well qualified. 
Response 0 1 2 3 4 5 
Number 9 65 262 64 74 5 
Percentage 1.88 13.57 54.70 13.36 15.45 1.04 
Average 2.34 
Agree 327 (68.27%) 
Disagree 79 (16.49%) 
Agree question 
Standard deviation: 0.98 
Positive/negative score: 0.62 
ADM DLS FEU PUP TIP UOE UP11 
2.35 1.88 2.26 2.54 2.09 2.13 2.44 
Comment: Strong affirmation of process again. 
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Appendix 3- Axes for analysis with reasoning 
Two layers of analysis are needed: 
1. What the students think about the society at large and 
2. What role education plays within the identified structures 
Questions included for each axis are listed, with a=agree type, d=disagree type and s=split 
type. A minus sign indicates answers need to be reversed to retain meaning of axis. 
Responses were coded with values 1 to 5 from the Lickert scale. A sum was then 
calculated for each axis, thus allocating equal importance to all respnses. Hence the first 
axis has a range of 0 to 15 for three questions, all taken in the positive sense. The second 
axis still has a range of 15, but this time spread from -5 to 10 because of the sense of 
question 60. 
Concept Society at large Education's role or effect 
Material/career 19a Education increases your chances of a 
advancement highly paid job 
22s Education is the main thing which will 
determine a person's earning 
50a My education is most useful in helping 
me find a job in the Philippines. 
(three questions: range 0 to 15) 
Personal I Is Educated people tend to be more 
development contented with their life. 
(education for its 20a Education important in itself 
own sake) -60d School was generally boring or 
uninteresting 
(three questions: range -5 to 10) Promotes changed 54a National development is helped 13a Education builds skills valued by 
ways of thinking, when more people have access to employers 
attitudes and values education (one question: range 0 to 5) 
or skills conducive 78a Western values dominate the 
to development (i. e. education system in the Philippines 
functional (two questions: range 0 to 10) 
effectiveness) 
Social mobility and -2a Social and economic status 12a Education allows a person to get access 
greater equality, determine earnings to highly paid jobs 
merit -33s Highly paid jobs always go to -14d Education fragments society by 
the elite separating people into rich and poor. 
56a Poor people can become better 15a Education helps promote equality 
off through education 19a Education increases your chances of a 
-67s The highly paid jobs go only highly paid job 
to the elite 22s Education is the main thing which will 
(four questions: range -15 to 5) determine a person's earnings 
-23a Education maintains the status quo. 
-27s Educational success is determined by 
social or family background. 
57s Privilege in society is reduced by 
education 
-72s There are only a limited number of 
opportunities for people to gain higher status 
through education 
(nine questions: range -20 to 25) 
Individualism 4a Solving own problems is a sign 24a Education promotes independent 
of strength thinking 
34a I will decide where I will work 
-37a If I have a problem, it is better (one question: range 0 to 5) 
to share it with my family rather 
than trying to solve it myself. 
44a It is important to challenge 
views if I do not agree with them 
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52a I myself have the most power 
over my future success 
-81s My family should have a large 
say in where I should work 
(six questi range -10 to 20) 
Nationalism, 77a Understanding of Filipino culture is 
national identity, developed by the education system 
national pride (one question: range 0 to 5) 
Screening and 68a The qualifications needed for 21s Education is just a way of identifying 
credentialism jobs nowadays are higher than they the most employable people 
used to be (one question: range 0 to 5) 
(one questi range 0 to 5) 
Lower fertility 28a Families should have fewer 
children 
-38s It is a good thing to preserve 
the tradition of large families 
39a It is better for people to wait 
before having children 
-59s Raising children is the purpose 
of marriage 
(four questions: range -10 to 10) 
Pluralism 61s Society is strengthened when -8s Educated people are mainly interested in 
there are many different peoples themselves 
and beliefs 25a Education promotes understanding of 
(one question: range 0 to 5) different groups 
(two questions: range -5 to 5) 
Modernity, 7a Development relies on -29d Small farmers do not need education. 
pluralism technology 80a When peasants are taught to read and 
-30d It is better to educate a small write they can produce more on their farms 
number of highly trained people (two questions: range -5 to 5) 
-41s It is better to educate a small 
number of people than provide 
elementary for everyone 
48a Multinationals help 
development by investing 
(four questions: range -10 to 10) 
Power difference - 2a Social and economic status 26s Education teaches you to do as you are 
distance from determine earnings told 
power, permanence 6d Criticising teachers is (one question: range 0 to 5) 
of power structures, disrespectful 
unwillingness to -44a It is important to challenge 
question views if I do not agree with them 
-63a Students should always 
challenge their teachers when they 
think they are wrong. 
81s My family should have a large 
say in where I should work 
(five questions: range -10 to 15) 
Uncertainty 38s It is a good thing to preserve 3a Education promotes social harmony 
avoidance - the tradition of large families (one question: range 
0 to 5) 
anxiety, future -43a It is good for society's vales 
orientation, stress, and assumptions to be questioned 
resistance to change -61s Society is strengthened when 
jobs, loyalty, larger there are many different peoples 
organisations, low and beliefs 
mobility, 69s The views of my elders should 
hierarchies always be respected, even when I 
disagree with them 
73 There are values in society 
which should never be questioned 
five stions: range -10 to 15) 
Individualism - 4a Solving own problems 
is a sign 
personal time, of strength 
independence, 5s Possessions are a sign of success 
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small companies 34a I will decide where I will work 
preferred, 52a I myself have the most power 
calculative over my future success. 
involvement, (four questions: range 0 to 20) 
freedom, 
universalism, own 
ends 
Masculinity - 5s Possessions are a sign of success -I Os Educated people worry less about 
excelling, -37a If I have a problem, it is better possessions than others 
decisiveness, live to to share it with my family rather 12 Education allows a person to get highly 
work, possessions, than trying to solve it myself. paid jobs 
materialism (two questions: range -5 to 5) -Iis Educated people tend to be more 
contented with their life 
19 Education increases your chances of 
getting a highly paid job 
(four questions: range -10 to 10) 
Relevance 66a The country's future -16s Education concentrates on things not 
development will depend on the useful 
quality of its managers and (one question: range -5 to 0) 
professionals 
(one question: range 0 to 5) 
Standards & 17a Education is as good now as ever 
Quality -47d My teachers were unqualified 
-74s There has been a deterioration in 
education in the Philippines during my 
lifetime 
82a My lessons at school were generally 
interesting and enjoyable 
84a My teachers were generally well 
qualified. 
(five questions: range -10 to 15) 
Rote learning 18s Education relies on rote learning 
76a There is too much progressive or 
modern education 
(two questions: range 0 to 10) 
Free trade 31a free trade promotes economic 
orientation development 
-42s Foreign firms hinder 
development by taking profits out 
of the country 
48a Multinationals help 
development by investing 
-53a National development is 
helped by imposing tariffs on 
imports. 
(four questions: range -10 to 10) 
Migration -35a I want to stay in the 32a Education helps people find work 
Philippines after my education overseas 
36d I want to work overseas and (one question: range 0 to 5) 
will not consider working at in the 
Philippines 
49d My aim is to work overseas 
62a Staying in the Philippines is 
what I want, but I may have to go 
overseas for work 
(four questions: range -5 to 15) 
Language in ld Teach in Filipino 
Filipino -75s There is not enough time spent on 
learning English 
(two questions: range -5 to 5) 
Opportunity -45s It will be hard to get a job in 
the Philippines when my education 
is finished 
62a Staying in the Philippines is 
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what I want, but I may have to go 
overseas for work 
70s There are lots of jobs for 
educated people in the Philippines 
(three que range -5 to 10) 
Education as 55a Paying for education is a form -51s My increased earnings as a result of 
investment of investment education will not make up for what I have 
-64s The country cannot afford to paid in school and college fees. 
educate so many college graduates (one question: range -5 to 0) 
because many of them will not find 
work. 
(two questions: range -5 to 5) 
Fatalism 83s My success in future will be 
largely a matter of luck 
(one uestion: range 0 to 5) 
Wide access 40s It is better to cut costs in HE so 
that everyone can have elementary 
education 
-58a Providing good quality 
elementary education for everybody 
in the Philippines would be too 
expensive 
79a Promote literacy and education 
of the general population 
(three questions: range -5 to 10) 
Questions rejected or not yet used 
9 educated people are never happy with what they have ..... too many negative 
connotations 
46 lack of unity behind a clear set of values is a sign of weakness in society - too many 
neagtives 
65 The country could develop by aiding small farmers ... begs question of what kind of 
development, what kind of aid and to what end 
71 There are more opportunities now for educated people than there were for your parents 
- vague, national development and comparative 
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Appendix 4- Axes for analysis with reasoning - overall results 
Two layers of analysis are needed: 
3. What the students think about the society at large and 
4. What role education plays within the identified structures 
Overall results with college type analysis 
The axes identified in Appendix 3 had different ranges of scores depending on the number of questions 
included. To standardise the values and thereby make them easier to understand, each one of the ranges has 
been arithmetically mapped onto a scale of 1 to 100, so a score of 0 indicates agreement, 100 indicates 
disagreement. 
Concept Society at large Education's role or effect 
Material/career Average 42.3 
advancement Standard deviation 11.7 
Range 13-100 
Average is higher 47 vs 42 for elite 
colleges. Elite students are less confident 
that education delivers material and career 
advancement, but overall the respondents 
do think that education can deliver. 
Personal Average 40.1 
development Standard deviation 11.9 
(education for Range 13-87 
its own sake) Averages across college type reveal that 
the elite students greater belief in 
education's role in personal development. 
Overall everyone believes in the education 
process 
Promotes Average 43.2 Average 33.1 
changed ways of Standard deviation 12.7 Standard deviation 12.6 
thinking, Range 0-80 Range 0-100 
attitudes and General agreement, with elite colleges General agreement about this, but the elite 
values or skills more confident about this than the colleges are slightly more skeptical than 
conducive to others the others 
development 
(i. e. functional 
effectiveness) 
Social mobility Average 43.7 Average 43.5 
and greater Standard deviation 13.7 Standard deviation 7.2 
equality, merit Range 5-85 Range 24-82 
No clear patters. Overall agreement. Overall agreement, again with the elite 
colleges more skeptical 
Individualism Average 39.8 Average 38.3 
Standard deviation 8.3 Standard deviation 16.8 
Range 13-70 Range 0-100 
All highly individualistic All believe that education promotes 
independent thinking, but lower status 
colleges more in agreement than middle 
and these more than elite 
Nationalism, Average 41.4 
national Standard deviation 16.1 
identity, Range 0-100 
national pride Elite school significantly less inclined to 
agree 
Screening and Average 39.5 Average 60.5 
credentialism Standard deviation 15.1 Standard deviation 23 
Range 0-100 Range 0-100 
All agree with this Disagreement with the screening 
hypothesis, especially amongst the elite 
students. Note large standard deviation. 
Question elicits a wide range of responses 
lower fertility Average 39.9 
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Standard deviation 11.9 
Range 10-80 
General agreement on idea of lowering 
birth rate. 
Pluralism Average 62.3 Average 34.8 
Standard deviation 22.2 Standard deviation 13.9 
Range 0-100 Range 10-90 
Generally not pluralistic, but elite Despite disagreeing that pluralism is good 
students tend to be more so than the for society, they do feel that education 
others. helps to promote understanding of others 
and makes on less selfish, though low 
status colleges to less degree. 
Modernity, Average 35.8 Average 28.1 
pluralism Standard deviation 11.4 Standard deviation 12.4 
Range 5-70 Range 0-100 
General modernisers in outlook - need Resoundingly they believe education 
for technology etc. promotes modernity amongst the rural 
population 
Power Average 58.4 Average 55.8 
difference - Standard deviation 9.7 Standard deviation 23.1 
distance from Range 28-92 Range 0-100 
power, Students generally disagree slightly General disagreement, in line with the 
permanence of that there exists a high degree of power general belief in the efficacy of education 
power difference. Varies with college type; to promote individualism. Very marked 
structures, however. Elite students reject PDI difference between elite schools (70 and 
unwillingness to strongly (67), whereas the others reject the rest (56,53). 
question it only mildly (59,57) 
Uncertainty Average 52.6 Average 34.6 
avoidance - Standard deviation 9.7 Standard deviation 15.1 
anxiety, future Range 20-80 Range 0-100 
orientation, No pattern. General slight tendency not But general agreement that education is a 
stress, resistance to avoid uncertainty - i. e. willing to stabilising influence in society, though 
to change jobs, take risks there is a marked difference between the 
loyalty, larger elite students and the others. Elite student 
organisations, again more skeptical. 
low mobility, 
hierarchies 
Individualism - Average 39.4 
personal time, Standard deviation 11.4 
independence, Range 15-90 
small companies Generally individualistic in relation to 
preferred, Ilofstede's definition. Across colleges, 
calculative the lower status, the stronger is the 
involvement, identification with this belief. Elite - 
freedom, low 49,40,37. 
universalism, 
own ends 
Masculinity - Average 54.9 Average 39.1 
excelling, Standard deviation 14.5 Standard deviation 10.2 
decisiveness, Range 20-90 Range 10-70 
live to work, Slight disagreement with idea that But general agreement that education 
possessions, society at large is masculine according promotes masculinity - i. e. more access to 
materialism to Ilofstede's idea. Monotonic with earnings, possessions etc, with the lower 
status, high status = less in agreement, status colleges slightly more skeptical than 
low status more in agreement the other two. 
Relevance Average 49.4 Average 43.3 
Standard deviation 221. Standard deviation 23.5 
Range 0-100 Range 0-80 
Elite colleges tend to agree more Marginal agreement, with the less elite 
strongly (45,50,49) colleges more inclined to think that 
education lacks relevance 
Standards & Average 43.8 
Quality Standard deviation 11.3 
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Range 12-88 
Generally think that standards are as high 
as ever. Elite colleges disagree, however, 
and are less inclined to think that standards 
are as high as before. (50,43,44) 
Rote learning Average 53 
Standard deviation 15 
Range 10-100 
General disagreement with this idea. Elite 
school more inclined to disagree than the 
others - perhaps an indication of their 
greater individuality? And different course 
structures? (62,53,52) 
Free trade Average 47.1 
orientation Standard deviation 10.2 
Range 20-85 
S lit on this. No pattern. 
Migration Average 62.4 Average 52.7 
Standard deviation 16 Standard deviation 22.4 
Range 20-95 Range 0-100 
Tendency for all students not to want to Linked to status. higher status tend to 
migrate. More pronounced among elite, agree, lower status disagree (49,52,55) 
however (69,62.61) 
Language in Average 57.4 
Filipino Standard deviation 15.2 
Range 10-100 
Generally disagree. 
Opportunity Average 49.6 
Standard deviation 14.0 
Range 13-93 
Mixed on whether opportunities exist. 
Elite schools tend to be more worried 
about opportunity than non-elite (but 
marginally) 
Education as Average 43.1 Average 36.2 
investment Standard deviation 15.2 Standard deviation 22.8 
Range 10-90 Range 0-100 
General agreement. Elite schools agree Generally in line with belief that education 
very strongly (35), others less so is an investment. Low status students less 
(43,45) sure about this (but still in agreement), 
levels 1 and 2 quite sure (33,32) 
Fatalism Average 58.1 
Standard deviation 26.4 
Range 0-100 
General disagreement that luck will be 
a major force in their futures. Elite 
colleges strongly disagree with this 
(76), other less sure (58,55) 
Wide access Average 45.7 
Standard deviation 11.8 
Range 13-93 
General agreement, just. No pattern 
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Analysis by sex reveals the same patterns as above. There are no axes where there is a wide difference 
between the male and female responses. In some areas, marginal differences do exist. These are as follows: 
4 points or more difference: 
Axis Female score Male score 
Screening and credentialism in society 38 43 
Females agree more strongly on existence of credentialism 
Pluralism promoted by education 34 38 
Females agree more that education promotes understanding of others 
PDI promoted by education 57 53 
Females disagree more that education is about knowing your place 
Relevance of education 42 48 
Females believe more strongly in relevance of education 
Migration 64 59 
Females see migration as a less likely option 
Language 59 55 
Females more strongly prefer English 
Fatalism 57 62 
Females slightly more fatalistic (but still not fatalistic) 
3 points difference 
Axis Female score Male score 
Personal development 41 38 
Females see education less for personal development 
Lower fertility 39 42 
Females want fewer children 
Standards and quality 43 46 
Females more likely to thing standards are OK 
Rote learning 54 51 
Males more inclined to criticise rote learning 
Free trade orientation 48 45 
Males more likely to favour free trade 
Analysis by social class 
Concept Society at large Education's role or effect 
Material/career Average range 45-41 
advancement Varies monotonically with class, 
lower social class seeing more 
belief in material advancement 
Personal development Average values 37-39-41-40 
(education for its own Higher social classes believe 
sake) more in education as personal 
advancement 
Promotes changed ways Average 41-43-44-44 Average 35-33-33-33 
of thinking, attitudes and Higher social classes believe in Class 1 believes slightly less 
values or skills changed ways of thinking etc slightly strongly in education promotes 
conducive to more strongly than lower classes changed attitudes, but overall they 
development (i. e. all agree that it does 
functional effectiveness) 
Social mobility and Average 40-44-44-43 Average 45-44-43-43 
greater equality, merit Highest social class believes more Slightly less belief in upper group 
strongly in the existence of that education can deliver 
meritocracy mobility 
Average 38-40-40-40 Average 37-35-41-38 
Individualism Slightly more individualist upper No pattern - all believe education 
group fosters individuality 
Nationalism, national Average 46-40-42-41 
identity, national pride Upper group believe less in 
education's capacity to foster 
national identity -maybe just more 
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skeptical 
Screening and Average 42.38-39-42 Average 62-63-60-57 
credentialism No pattern Belief in existence of screening 
through education increases down 
social classes 
Lower fertility Average 3941-39-40 
No pattern 
Pluralism Average 59.62-62-63 Average 33-33-36-36 
(comment here on Belief in strength through pluralism Higher class believes education 
different signs of these is stronger in higher social classes promotes understanding of others 
two responses) more strop 1 than lower classes 
Modernity, pluralism Average no pattern Average 27-27-29-29 
Strong agreement, upper classes 
more confident in it 
Power difference - Average 66-58-58-57 Average 64-58-54-54 
distance from power, Upper groups less conscious of Upper groups less conscious of 
permanence of power power difference power differences in education 
structures, unwillingness (more independent) 
to question 
Uncertainty avoidance - Average 55-52-54-51 Average 39-33-35-36 
anxiety, future No pattern All agree that education 
orientation, stress, promotes social harmony, but 
resistance to change jobs, upper class group less sure on this 
loyalty, larger 
organisations, low 
mobility, hierarchies 
Individualism - personal Average 43-39-39-40 
time, independence, Upper group appears to be less 
small companies convinced of individual nature of 
preferred, calculative society 
involvement, freedom, 
universalism, own ends 
Masculinity - excelling, Average 56-57-54-55 Average 36-40-38-40 
decisiveness, live to No pattern, but all on feminine side Upper class slightly more belief 
work, possessions, of axis that education promotes 
materialism masculine values 
Relevance Average 49-46-49-54 Average 43-44-45-37 
Lower social class less convinced of Lower classes believe much more 
relevance of education, and less in the education process, itself, 
convinced that the educated class however 
holds the key to future progress 
Standards & Quality Average 48-44-44-41 
All on side of believing standards 
are OK, but upper social classes 
more skeptical about long term 
standards - again tendency for 
lower social classes to appear 
content with what they are 
delivered 
Rote learning Average 58-54-52-53 
Stronger disagreement on reliance 
on rote learning among upper 
groups - equals greater confidence 
in ex ressin themselves? 
Free trade orientation Average 43-46 48-47 
Upper group more willing to believe 
in free trade 
Migration Average 64-62-62-63 Average 53-51-53-55 
No pattern - all on side of wanting to No pattern - but more ready to 
stay at home acknowledge that education does 
facilitate migration (but still 
sli htl on disagree side) 
Lan ua ein Fili ino Average 
61-58-56-57 
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Upper social class more in favour 
of English 
Opportunity Average 54-49-50-49 
Upper groups more worried about 
whether opportunities exist 
Education as investment Average 34-43-44-44 Average 33-39-36-35 
Upper classes more convinced that Consistent, even personally upper 
education is an investment group think education will pay off 
for them 
Fatalism Average 74-60-57-52 
Belief in fatalism grows from upper 
to lower social class 
Wide access Average 45-45-46-47 
No pattern, but generally more faith 
in education among upper groups 
Analysis by father's and mother's education level 
Concept Society at large Education's role or effect 
Material/career F Average 44-43-4141-45 
advancement M Average47-4741-4143 
People who feel most unsure 
about education's capacity to 
deliver material advancement are 
the people in the middle of the 
educational experience 
Personal F Average 36-39-42-39-40 
development M Average 33-33-40-39-42 
(education for its More educated parents stress 
own sake) education as personal 
development 
Promotes changed F Average 42-44-42-45-45 F Average 31-34-32-34-31 
ways of thinking, M Average 42-42-43-45-42 M Average 33-33-32-34-33 
attitudes and values No pattern No pattern 
or skills conducive 
to development (i. e. 
functional 
effectiveness) 
Social mobility and F Average 45-44-44-44-38 F Average 44-44-4345-40 
greater equality, M Average 33-33-44-4442 M Average 45-45-43-45-42 
merit Lower educated fathers and higher Lower educated parents tend to 
educated mothers believe in mobility believe more in education's ability 
throughout society!!!! to deliver mobility 
F Average 35-40-404241 F Average 33-38-39-39-38 
Individualism M Average 39-39-404241 M Average 33-33-40-39-38 
Highest educated parents instill idea of higher educated parents instill 
individuality idea that education builds 
individualism 
Nationalism, F Average 38-4241-4246 
national identity, M Average 42-42-414248 
national pride I ligher educated parents tend to 
be more nationalistic 
Screening and F Average 40-40-38-4340 F Average 62-60-62-53-65 
credentialism M Average 40-40-394343 M Average 69-69-59-53-65 
No pattern Generally the higher educated 
parents instill a belief in 
education as an end in itself, not 
just for employment. Least 
educated parents equally believe 
in education 
Lower fertility F Average 41-41-394142 
M Average 37-37-41-41-41 
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Higher educated mothers associated with 
attitude to lower fertility 
Pluralism F Average 65-61-62-66-65 F Average 35-34-34-36-39 
M Average 60-60-62-66-61 M Average 31-31-35-36-40 
No pattern Strong tendency for higher 
educated mothers to be associated 
with belief that education 
promotes understanding 
Modernity, F Average 30-37-35-37-37 F Average 22-27-29-30-31 
pluralism M Average 34-34-36-37-34 M Average 24-24-28-30-30 
higher educated fathers associated with Strong association between 
belief in modernity parents' education and belief that 
education can contribute to 
modernity 
Power difference - F Average 61-59-58-57-62 F Average 58-55-57-53-53 
distance from M Average 69-69-58-57-60 M Average 56-56-55-53-55 
power, permanence People who feel the power difference the No pattern 
of power structures, strongest are those with parents who 
unwillingness to completed secondary or elementary but did 
question not go to college - i. e. were admitted part 
of the way into the modem sector? 
Uncertainty F Average 54-53-53-52-51 F Average 35 all 
avoidance - M Average 57-57-52-52-54 M Average 49-49-35-35-36 
anxiety, future Generally the more educated parents Better educated fathers skeptical 
orientation, stress, encourage willingness to take risks about education's role in 
resistance to change promoting social harmony 
jobs, loyalty, larger 
organisations, low 
mobility, 
hierarchies 
Individualism - F Average 35-40-39-42-40 
personal time, M Average 41-41-39-42-40 
independence, No patterns 
small companies 
preferred, 
calculative 
involvement, 
freedom, 
universalism, own 
ends 
Masculinity - F Average 51-56-54-55-57 F Average 36-40-39-40-37 
excelling, M Average 52-52-54-55-57 M Average 41-41-39-40-39 
decisiveness, live to More educated means more masculine, or No pattern 
work, possessions, materialistic influences 
materialism 
Relevance F Average 55-48-49-52-57 F Average 44-45-43-39-44 
M Average 49-49-49-52-55 M Average 40-40-46-39-40 
Generally the more educated stress the No pattern 
relevance of education - exception highly 
educated fathers 
Standards & F Average 47-45-43-43-44 
Quality M Average 46-46-4443-46 
No pattern 
Rote learning F Average 57-52-53-54-51 
M Average 54-54-53-54-50 
No pattern, with possibly a re- 
statement of the belief in 
education expressed by higher 
educated parents 
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Free trade F Average 42-46-48-49-47 
orientation M Average 42-42-47-49-47 
More highly educated parent 
associated with free trade 
orientation 
Migration F Average 67-61-62-65-59 F Average 53-52-5352-55 
M Average 78-78-63-65-59 M Average 56-5654-52-53 
Higher educated parents associated No pattern 
with strong desire to stay at home 
Language in F Average 61-56-58-59-59 
Filipino M Average 63-63-56-59-59 
More educated parent 
associated with desire for 
English lan ua e 
Opportunity F Average 53-50-4852-49 
M Average 56-56-49-52-47 
Better educated parents associated 
with greater realism about 
o ortunities 
Education as F Average 35-44-42-46-43 F Average 25-40-35-38-24 
investment M Average 28-28-45-46-43 M Average 40-40-35-38-35 
More educated parent - especially Very mixed 
mother - associated with idea of 
education as an investment 
Fatalism F Average 73-61-57-51-53 
M Average 84-84-58-51-57 
Less educated parent more strongly 
associated with fatalistic outlook. 
Especially opposed to fatalistic 
ideas are educated mothers 
Wide access F Average 47-4546-46-45 
M Average 41-41-46-46-48 
More educated mothers associated 
with idea of wide access to 
education 
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Appendix 5- Meeting with urban poor community 
Sto Domingo, Quezon City squatters' area - meeting with group of urban poor 
women organised by BG 
Location - near St Benedict's Church, Quezon Avenue 
Thursday 31/8/95,7: 30-9: 30pm, BG translated throughout, though some of the women had 
enough English to express their ideas. 
Present: 
Lisa -4 children, 2 in elementary school 
Mariette -2 children, 1 graduated high School, 1 in Year 4 High School (P175/year) 
Belinda -3 children, 2 in Grade 5 Elementary, 1 Year 2 High School 
Nene -2 children, 1 Grade 3 Elementary, 1 Year 4 High School (private Catholic, 
P5000/year) 
Bebe -3 children, 1 Year 4 High School, 1 Grade 3 Elementary, 1 Grade 1 elementary 
Setting 
Turn right at church from northerly direction. Right again at first junction and then turn 
into an alley between shop-shanties. Path goes down from road over broken concrete and 
bricks. There is no light. Path then turns to mud - the whole area is very low lying. 
Informed by BG that there was 4 feet of water in this spot after the typhoon of 36 hours 
before. Stepping stones placed at regular intervals in the mud. Possible to support your 
progress by holding onto the houses on either side of the path while your feet find the 
stones. As you do this, the walls give and the houses tend to move a little. Building 
materials vary, but are mainly oddments of wood, hardboard and corrugated iron sheets. 
There is occasional use of cardboard, but overall this is a fairly well established urban poor 
community, so the houses are generally constructed of quite sturdy materials since people 
have had, over time, the opportunity to consolidate and replace poorer materials as supplies 
of the better ones came their way. 
First visited here five years ago in 1988. General feeling now is that the area is more 
cramped and less easy to live in than before. There has clearly been an influx of fairly 
recent settlers into the area. After 50 to 100 metres along the path, we arrive at the house 
where the meeting is to take place. It is a quite well established house. Raised some two 
feet from the ground, it has three steps onto an entrance platform where all shoes are left. 
Inside there are basically three spaces -a main living area, a raised sleeping area and a rear 
store. The sleeping area is two-tier. 
PEEEEi 
tv table fridge 
F 
sleep store 
loft 
shoes 
8R 
Appendix 5 319 
As we arrive, a girl of high school age puts away her homework which she has been doing 
lying down in the sleeping area. They have electricity, a tv and a fridge. As we talked, 
mice ran freely across the table and along the laths supporting the wallboards. 
Points raised and discussed 
Costs - estimates varied, but overall agreement on a figure of about P600 per month per 
child to cover transport and food for a school student. 
Beginning this year, elementary education is now free. In Manila, everything is free. In 
Quezon City, however, they are still paying P100 per child. National textbooks are free in 
state schools. In private schools, everyone buys materials and books. No matter where 
students go in the private sector, it is very expensive. BG estimated incomes in this area as 
around P2000 per month per family. 
Generally the children are very keen to do well. There is an absence of "and" or "school 
phobia". Class sizes are usually between 40 and 55. There are usually enough teachers, but 
sometimes schools suffer from teacher absenteeism. Some schools respond by 
consolidating classes, other send children home. 
There is general agreement that private schools treat students very well. In present 
company, private equals Catholic. State schools do not deal well with values and attitude 
formation. The example set by the teachers themselves is not seen as a good one. 
They feel that low student achievement is not catered for - i. e. there are no programmes for 
slow learners, special needs etc. Students who cannot cope rebel and drop out. Common 
practice is to divide classes into "rows' depending on IQ and test scores. The bright 
students go into row 1 and the least bright into row 4 etc. Students are motivated to get 
promotion from one row to another, so it is a very competitive environment even in 
elementary school. There is a stigma attached to being at the back. It is generally believed 
that the financially better off students are always at the front. 
Bebe - There are some scholarships available for fees. CARITAS (or CARE) offer them. 
She knows of only one scholarship holder in this area. Students with such awards must 
maintain an average of 85% in tests to hold onto the scholarship. 
Homework is given every night. Usually the mother or guardian helps with this. They 
regard helping with homework as a full time job! Students get weekly tests and quizzes. 
Belinda expresses the opinion that teachers in public schools just pass the students anyway 
- i. e. that the assessment and marking process is not carried out conscientiously and thus 
there no real assessment of what the child has actually learned. 
General agreement that private education is better quality. Teachers in state schools are 
seen as passing the buck. They do not take responsibility for children's' learning. There is 
general agreement that most elementary school students have reading difficulties which are 
not addressed properly in school. 
Girls are generally perceived as more active in school. Often boys drop out after their 
second year. The current batch of students from this area is seen as doing better at school, 
however. In general, students are studying harder these days. They have learned about 
hardship because of where they live and they are keen to study and graduate. Graduation is 
the key - this is what can open up something better in the 
future. Attitudes to education are 
wholly pragmatic. Graduation equals a job. Students need at least high school graduation 
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to stand any chance of a job. People are generally aware of national development priorities, 
quoting the Philippine 2000 vision, which foresees all Filipinos with high school 
certificates by the century end. 
Students and parents are very interested in computers. Information technology is seen as an 
area where there are more employment opportunities. There is still a shortage of jobs 
overall. In the past, high school graduation meant status. Now parents feel that to have any 
real change of a reasonable job you must have college qualifications. In the past, there was 
a stronger tendency for girls to be seen just as future housewives. Now opportunities are 
more equal. Common ambitions are lawyer, criminology (police), nursing, computers and 
engineering. 
Very little careers advice or guidance is available in high school. The transfer from 
elementary to high school operates very much as a market. In some cases, elementary 
teachers give referrals to particular schools, but in general, you have to shop around. There 
is always an entrance exam. The main problem with college education is the cost. Even 
when a student gets a place, there is no guarantee that parents will be able to continue 
supporting the expense. Some students work through college. A "working student" 
maintains a full-time job or part-time job with long hours to earn the college fees. It takes a 
minimum of 5 years for a working student to get through. It is generally easy for working 
students to find some kind of job. Usually this will be in fast food. The industry seems to 
rely on part-time students at low rates of pay. 
It is common for students to want to go abroad. The job and the money are the motivation. 
The children themselves decide what is worth taking up. Parents estimate that P20,000 to 
P30,000 would be worthwhile (basically US$1000 per month). (Note: This contrasts with 
the pay of a domestic in Brunei - B$300 per month plus food and accommodation - or a 
shop worker - about B$500. It indicates that these urban poor in Quezon City are 
significantly better off than the majority of people who migrate to take up the vast majority 
of overseas opportunities. ) 
On mentioning Singapore domestic helpers, the women express the opinion that these are 
really prostitutes. The women themselves are seen as the commodity being traded. As far 
as OCWs overall are concerned, these women regard the usual OCW as college trained. It 
indicates that college graduation is also a passport to overseas work. 
Basically, however, education benefits the rich and the rich kids already have a planned 
future. There is a feeling that the education received by their kids needs better planning and 
coordination. 
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Appendix 6- Interview transcripts 
Below is representative selection of interview transcripts. Interviews were semi-structured. Interviewees were 
encouraged to speak their mind in whatever area they though might be relevant to the process or experience 
of education. They were asked to provide some information about themselves, such as age, occupation, 
marital status and educational background. As the interview progressed, the researcher ensured that several 
areas were covered. These were: 
Personal goals and ambitions 
Values and traits most respected 
Values upheld or promoted by education 
Personal history and "self-formation" 
"Gift of self" - important things which shaped personal values 
Meaning of educational quality 
Public spending on education 
Types of school attended 
Reaction to one's own education 
General function of education 
Benefits of education 
Effects of education 
Current occupation 
Why students drop out of school 
Details of working situation (for those working in education) 
Some respondents gave their names, while others asked to remain anonymous. Minor changes have been 
made to the structure of the answers, such as insertion of occasional words to help construct sentences. Some 
grammatically incorrect but commonly used terms have been left as they were used in the answers. 
Rosemarie Vergara 
She is 34 years old and separated from or abandoned by her husband. She has 12 children, of whom 3 are 
deceased, 1 was aborted, 1 was adopted and 7 are living with her. She herself spent seven years in school and 
finished grade 6 elementary. She works as a laundry woman and vendor, earning P50 per day or about 
P18,500 per year. Iier children augment the family income by collecting garbage and vending cigarettes. 
Education and life goals 
I guess education has helped me in my life goals. My goal was to get out of our poor living situation, since 
my mother is a laundry woman and I used to help her with her work. I believed then that if I finished my 
education, I would be able to find a better job. We are very poor. 
Through my education I learned to read and write. These basic skills I use when I buy and sell, when I have 
to compute, multiply, add or subtract - especially when I sell cigarettes, so people cannot deceive me. 
My goal now is to send my children to school. My eldest who is now 16 has only finished Grade 6. 
My children's education is: 
16 year old girl Grade 6 
15 year old girl Grade 5 
13 year old boy Grade 1 
12 year old girl Unschooled 
7 year old boy Unschooled 
5 year old girl 
3 year old boy 
I never knew education is a right guaranteed by the government, until we had our workshop on the rights of 
the child and of women. Now I know everyone has a right to go to school but I do no have the money. 
Where will I get the money to send them to school? I am thinking of approaching some charitable institution 
for their schooling. 
Values 
I believe in the value of relating well with others (pakikisama). When you are poor this is your wealth - 
people, relations, good relations with others. Look at me, 
I have nothing, there are times when I do not earn 
anything, yet our neighbours help us out with our needs. The same goes for me, when 
I have something to 
give, I give to others in need. If I do not know how to get along with others, we would probably be 
dead. 
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I also teach them the realities of life - about our poverty. I openly teach them to learn from my mistakes, 
from my husband's mistakes. I tell my boys not to abandon their children, their families, if and when they get 
married. 
I feel the only way they can get out of poverty is through education, so I teach them the value of education. 
Values upheld by education 
I think education values itself because it is an essential requirement for a job, a stable, good paying job. My 
life attests to this, I do not finish my schooling, I am only a laundry woman. 
Self formation 
Poverty formed me. My mother is a laundry woman and I used to fetch water for her when I was a child. 
We have lived here in Quezon City since 1970. We are pure Tagalog. I married at 16 thinking life would 
improve with marriage. My former husband is a construction worker. This is when I saw real life. 
I realised the poverty I grew up with could be worse. To be able to buy the things I needed for school before 
I got married, I would sell used plastic which I picked out from garbage. I would also look for scrap food 
from the big houses or from restaurants to sell to those who raised pigs. I worked myself to school. 
But when I got married, my husband beat me up and often he would not give me money for the children. So 
I ended up being mother and father to the children. 
My relationship with my husband, my marriage is the biggest influence to my self formation. What did 
education do to influence my current life? Very difficult to answer - maybe education has shown me I can 
survive on my own. 
Influence 
I am who I am because of myself. I believe that since I got myself into this rut I can manage to survive and 
hopefully get out of it. I also believe very strongly in a God who will see my children through these 
difficulties. 
Quality education 
Quality education is education which allows the poor like me to go to school. Quality education ensures 
education for all. If education only guarantees the rights of those who have money then this is not quality 
education. I used to think education is only for those with money. 
Budget 
Government should increase its budget for education to allow everyone to go to school. For myself for every 
P100 1 get I set aside P50 for their needs. 
Type of school 
My children attend public schools in Quezon City. 
Reaction to education systems 
I guess education then was better. When I was going to school I could not afford books so I would listen 
very well to what my teacher taught and then go to the library. Now if you do not have the books, you 
cannot get anything just by listening to the teacher. It is as if teaching is now done through the books, no 
longer by the teacher. 
Function of education 
This is the only way out of poverty. Education gives individuals to be self reliant, to live, to get out of 
poverty. 
Benefits 
The rich. They are the only ones with good quality education who enjoy the privileges of government like 
quality consumer goods and properties. 
Effects of education 
To improve one's social and economic standing, although the poor even with education, will not be equal to 
the rich. 
Current concerns 
Ensure my children's education. I do not want them to suffer my fate. 
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Drop-out 
Poverty 
Carmelita Jamoralin 
She is 38 years old and married with 2 children. She spent 14 years in school, completing her 2°d year BS in 
Education. She and her husband have an annual joint income of between P48,000 and P50,000. 
Education and life goals 
I am able to use in my daily life what I learned in school like: 
Ilow to care for my family 
Teaching my children 
¢ flow to budget our daily expenses 
> How to interact with different peoples from different economic class 
Family values/society's values 
These contrast to education's values. I do not believe education teaches individuals and society's values 
which are in contrast to those values upheld by family and people. In fact, I believe education helps to 
develop our country. Poverty is not a direct result of education, but due to the following factors: 
> People's attitudes/laziness 
> Lack of jobs for people 
¢ Many have not finished their studies/many drop out 
These are some of the values we uphold as a family: 
¢ Importance of education 
¢ Respect of others 
¢ Honesty, not to cheat on others 
¢ Love of God 
These are some values upheld by education, to my mind: 
> Respect of others, education is actually viewed as an extension of our homes, as they say "The teacher is 
the second parent" 
> Honesty 
> Intelligence and working for/value of good grades 
Closeness to God 
But, one big shortcoming of formal education is that the curriculum and the teachers do not or are not able to 
immediately change the content of teaching - ie. the curriculum. Education is very slow to change like in our 
local community day-care center we already teach the students how to care for the environment and the 
schools have not yet integrated this. 
Values upheld by education 
Some other values upheld by education are: 
¢ Good future for the graduates or for all 
> Developing our minds and attitudes 
¢ Good manners and right conduct 
Self-formation 
I believe that as a result of my education, I have a capacity to understand others, I have also learned to 
discern from what is right and wrong. Lastly, I am able to be self-reliant, to stand on my own. I am my own 
person. 
Factors that influence self-formation 
I am who I am because of my parents, my family. It is my parents who taught me my values, they are my 
first teachers. Before I went to school they already taught me the basics of reading and writing. They also 
taught me my moral values - what is right and wrong. 
Education gave me the skills to understand the sciences. 
But, in my stage of life, I attribute the biggest influence to our local peoples' organization. Through our 
organization, my world expanded, I learned to be diplomatic, to lead others, to meet other people of 
different 
economic class and nationalities. The most important aspects of my self, I attribute to our organization. 
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Quality education 
Quality education is when the learners, the students learn more than what we teach them. Quality education 
should be simple but easy to understand. Education has a way of making learning very complicated, this is 
one reason why many children also drop out from school. Education, good, quality education should be 
adopted to one's life experience - there should be more fieldtrips where theories can be tested against life's 
realities. Education should combine the use of the mind or intellect with sight and even feelings. 
Budget 
Definitely, the government should increase its budget for education. The government is accountable to the 
people, to the Pilipino, therefore, the government is obligated to educate each youth. 
For our family, for every P100 - P60 goes to the children's needs: transportation to and from school, their 
food, school supplies etc. I teach my children to go to school even if the do not have food while they are in 
school. 
Types of schools 
I went to a private school in Metro Manila, the University of the east for the most part of my schooling. But, 
I also spent some 4 to 5 years of my elementary in an urban public school. 
Reactions to the Education System 
Education here is patterned after the United States, so I think it is a poor system. It must adapt to our 
situation. Also, tuition increases yearly, without the quality improving. But, some aspects like the use of 
computers in school. And also math. 
Function of Education 
Education should liberate each human being. It should free us from our fears, our poverty. Education should 
not dictate on the students, right now, our education is still of the banking type where the teachers asks and 
the students answer. Education should be liberating - everyone should be encouraged to think, to create. 
Right now, I also think DECS sets the entire curriculum for the students, this should not be the way - there 
should also be opportunities for the student's opinions and recommendations to be incorporated in what will 
be ultimately taught to them. 
Who benefits 
Only those who have successfully graduated and are currently employed. Even if one graduates but does not 
find gainful employment, then this is not successful education. 
Main effect of education 
Freedom, liberty because education destroys limits/limitations and fears. You can always do something to 
find meaning in life, you fear no one. You can also feel proud of your accomplishment. Education tends to 
make people equal. 
Current job 
I am active as a community leader, I also teach in our day-care center which is run by our local organization. 
Right not my pre-occupation is to earn money for the children's education. I would like them to finish their 
education. To do this, my husband who is a garbage collector, and I raise some 
10 to 12 pigs to augement 
our income. 
Drop-outs 
Basically poverty. Money is the main factor - or the lack of it. Bad 
influence of peers (barkada). Problems 
in the family, ie. parents constantly fighting over money, gambling. Difficulty in understanding what one is 
taught. 
Jo Crisotomo Ignacio 
lie is 17 years old and single, working part-time as a construction worker and barber. 
Ile was at second year 
high school, but stopped for three years because of family problems which required them to constantly move 
from one place to another. 
Education and goals in life 
My goal is to finish my schooling and take up criminology. I also want to have my own 
family that is stable, 
unlike my experience with my family now. Education will allow me to find work, earn and serve my 
family 
and community. 
Values - family and people 
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I believe in honesty and asserting my rights specially if I am not at fault. But, if I am at fault, I will 
immediately owe up to my mistake. 
I also value family and relations. I want all my family and relatives to be in good moral standing and 
financially stable. 
Values upheld by education 
Education puts a premium on good manners and right conduct (mabuting asal), and also on honesty. 
Education also teaches us to respect our parents, elders - be they rich or poor. 
Education also values independence and self-reliance, not to rely on others. 
We are also taught the value of sharing/giving our opinion, to explain our thoughts and ideas. 
Science on the other hand, teaches us to care for our environment. 
Self-formation 
My parents had a deeper influence in shaping/moulding me. Then, my environment also had a big impact on 
my self-formation/person. 
Education expands one's mind/consciousness on many aspects of life- like work, relating to other people, 
knowledge of our world. 
Strength of self 
I am strong/developing as a human being because I believe in the capacity of others to understand my 
weaknesses. I believe we can change and develop if we improve our capacities to understand the situations 
of every individual - teachers and parents who will take the time to explain, who have faith in my capacity to 
change for the better. 
But, in the last analysis, the individual is responsible for his/her own development; family/parents, we cannot 
rely on education alone for our growth, development, strength. 
Quality education 
Quality education adopts its services, curriculum, teaching processes to the conditions of the student. Quality 
education provides for adequate books for each student. Quality education ensures the safety, security of all 
students. 
I have many stories to tell. Once I had to go to school without the required patch on my white school shirt 
(school patch) and the guard, under the instruction of the teachers, would not let me in because we did not 
meet the requirements of the school. I talked to the guard and told him, ": Look, I come from a poor family, 
we did not have enough money to buy the patch. Could you not let me in for today? " And he let me in. My 
question is, which is more important for the student's development - the patch or to learn? 
We have canteens, but the prices of food is higher than most stores because teachers and the school have to 
earn money from the canteen. 
Students clean their classrooms, and are required to clean our dirty toilets. Sometimes, there are only two 
toilets for the entire school of hundreds of students. 
There are also instances when, students or drop outs extort money from the students. 
Worse, students continue to be shamed by their teachers. 
Quality education understands the situation of students, the learners. 
Budget 
Government should allot 40% of its budget for education, more if necessary why? Because everyone who 
now works is a product of our education system. If we put in more money for quality education, we will get 
better citizens. 
My parents/mother allots 40 to 45% of her earnings for our education. 
Schools attended 
I have attended only public schools in city centers. 
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Current system of education 
Very poor system of education because students are not provided adequate resources for learning - books, 
classrooms. We are 50 in a class in a room which can only accommodate 30 to 40. We have no electric fans. 
You can small all kinds of scent in our classroom. Teachers do not respect the child. We are called 
'sons/daughters of bitches". 
Main function of education 
Provide work for everyone. To develop our country and society. 
Who benefits 
Everyone should benefit from education, rich or poor. Who benefits, our corrupt government officials. 
Impact of education 
Impact of education should be positive, but more often, the individual turns out to be very protective of his 
self-interest that is why nothing comes out good for the Pilipino. Many Pilipinos are like crabs (alluding to 
the "crab mentality" description of/for Pilipinos where Pilipinos - like crabs, pull down anyone who improves 
his life situation in the desire to get to the top ahead of the others). 
Current status 
I plan to go back to school next year, right now, I cut hair for a fee of PlO. 
Drop-out 
I can fill a lot of papers with reasons why students drop out: 
¢ Lack of money 
> Lack of self confidence in one's capacity to excel 
¢ Teachers who do not respect the child 
> Peer pressure 
> Teachers who do not have faith in the student's capacity to grow 
¢ Fraternity 
> Family problems (problems of parents that affect children) 
> Laziness 
Vices, drugs 
¢ Need to relax, have a good time 
> Break-up of relationship with a loved one 
> Constant shaming of the child 
I Iere are some methods how the teacher shames the child and often the parent too: 
> When parents are called the teachers shame them too by saying "Your child has no shame, how will he 
ever learn? " 
> Spanking 
¢ Slapping behind the nape 
> Squatting 
¢ Putting a sign/asking the guilty student to carry a sign which says "I am talkative" or "I am lazy" 
> Throwing the notebook outside the window in disgust when the student is unable to do his assignment 
> Hitting the nose 
¢ flitting the head on the blackboard 
4. Joseph Moreno 
Single, male, 16 years old. Currently in first year high school in a public school. Born in Quezon City. Works 
as a part time construction worker earning P600 per month. Stopped schooling four times because of family 
problems. 
Education and goals in life 
I want to finish my education and study criminology so I can earn money and help my parents and family. I 
do not know if I will reach my goal in life because we do not have enough money for college. 
Family values and values upheld by education 
I value education. My parents have always to value our education. I also believe in being honest to my 
friends. 
Values upheld by education 
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In school we are taught to respect our parents and elders. We are also taught to take care of ourselves, to 
respect ourselves. This I particularly remember being discussed in our Values Education subject. 
Self-formation 
I am more influenced by my family than by education. I have been and still maybe continue to be affected by 
my parents' fights. 
My education has helped me in my self-formation because it has helped me be less ashamed (hiya) of myself. 
I started to be shy and ashamed of myself when my parents - and then some of my teachers too - often 
blamed me for mistakes I committed. 
Strength of self 
I continue to seek the respect of my peers, my family, specially the respect of my younger sisters, who do not 
look up to me as their older brother. I am shaped by my relations with my friends (pakikisama sa tao). (Note: 
in English pakikisama is translated as smooth interpersonal relations by Jaime Bulatao) 
Quality of education 
Quality education is education that that respects the child. "Ginagago kami ng maraming guro". Our teachers 
do not respect us - we are treated stupidly. Teachers are not patient with children, specially the slow learners. 
We are cursed (minumura). 
Budget for education 
Government should allot around 40% of total budget for education. I asked my mother and she says we spend 
30% to 40% of our family's income for education for all of us. 
Schools attended 
I have always attended public schools in urban city centres. We are Catholics 
Opinion on current system of education 
Maybe the present system of education is reflected in the state of our school. I lere all facilities are broken - 
chairs, windows, blackboard, ilaw. Our toilet is really inhuman. Not enough books. 
Main function of education 
Education should teach all students and people to expand their thinking and equip us to improve our lives. 
Who benefits from education? 
Maybe all of us, but basically the rich who have the money to get into the right jobs. 
Main effect and impacts of education 
I believe that education is important5 to get a good job. But I also think education is not good for many 
students, specially the poor whose problems are many and complicated and who are also the ones who 
receive bad education. 
Current status and involvement 
I am presently studying to try to get part-time manual jobs on weekends. 
Drop-out 
Poverty. Many students also drop out because they are shamed by their teachers. I have classmates whose 
heeds were banged on the blackboard when they cannot give correct answers. 
5. Mrs. Virginia G Obispo 
58 years old, married. 27 years a teacher. Bachelor's degree and then a Master's degree in Education. 
Currently a Master teacher 2. 
Through my education I was able to pursue some of my goals like giving children a good education, help my 
parents and being an effective teacher. Ilowever, it hindered my goal of being an effective server of God 
because I dedicated most of my time to my job, which is teaching. 
I always uphold strong family ties and "pagatanaw ng utang na loob" to parents because without them I could 
not be what I am now. 
Love of God. Love of country promote citizenry. 
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My education greatly helped me in my self-formation and development. As a result of it, modesty aside, I am 
now a model parent of my children, an effective teacher, a good follower of Christ and a good citizen of my 
country. 
I attribute my strength as human being to my education and profession. 
For me, quality education simply means education where students achieve the highest quality of education 
through effective teachers, schools conducive to learning and learning materials necessary to such 
learnings/education. Hence students could practice or use what they had learned in words and deed. 
I think the government should lay out the highest budget for education and for the personal income of 
teachers like me so that teachers could concentrate on their job religiously. We have the saying, "Contented 
cows produce good milk". 
I went to rural public and private schools. 
I am sorry to say that I am not satisfied with the present education. If only we can bring back our education 
long long before I think our nation will be great again. 
The main function of education is to prepare the youth for their future and to mold them in the proper ways 
of becoming good children of God and useful citizens of their country. 
In the lower scheme of education, I think everyone benefits from it because we have here free elementary 
education. But for the higher education, not a majority benefit from it because of lack of budget or financial 
means. 
I think the main effects of education are economic progress, environment progress and literacy rate increase. 
I am now teaching in an urban public school. 
I think students drop out of school because of poverty, change of residence, family problem or broken home 
and sometimes fear of mentors. 
My job changes because of promotions and change of administrator. 
I am using the methods prescribed by DECS, which is the National Elementary School Curriculum - Mastery 
Learning. 
In-service trainings by subject and grade level are provided once every year or as the need arises. 
Teachers must be BSEEd graduate for the elementary and BSE graduate from the High School. Ile or she 
must also be a Civil Service eligible. 
Ms Carolina B Villasin 
50 years old, BSEEd, ma requirement, master Teacher 2, Married, Tupperware trainer and dealer 
My educational qualifications helped me a lot to get a job not only as a teacher but other 
jobs also ... and to 
attain goals.... Because with my education I am always confident that 
I can handle whatever activity I am 
involved in. 
None, because the values that we uphold in our family are the same vales that education promotes. 
From elementary to high school the following values are inculcated in school: honesty, love 
God and country 
and fellow men, service and sharing, social responsibility, industry, competence and self-reliance. 
I have been a successful teacher, the evidence of this were: I was promoted as a Master Teacher 
2 with a 
salary equivalent to a salary of a Principal II and was awarded first runner up in the 
Search for Outstanding 
Teacher of Quezon City last October, 1994. I am a leader of several organisations, including church-based 
movements and organisations. My education also helped me to become a good citizen of our country and also 
a model to my family and fellow men. 
My strength comes from our Creator, next from my love for my family and my education. 
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Quality education means that pupils absorb and internalise the knowledge implanted by an effective teacher 
and the effect of which is a God-fearing individual and a good citizen of one's country. 
The DECS should be given the "lion's share" of the budget of the government in order that we can give the 
best education for the children. These will be for the teachers' salary, for the school building and the teaching 
materials of the teachers. 
During my elementary days I attended both private Catholic school, while in my secondary days I was 
enrolled also in a Catholic school and also in a private non-sectarian school. I graduated in a state college for 
my BSEEd degree. 
I am very much for education because without it we can not land a job and our life would be miserable. 
The main function of education is to open the mind of man, to prepare them for their future and to have a 
wholesome life, not only economically but spiritually and socially. 
The first to benefit is the individual himself, his family and the country. 
If everybody is literate and be given the opportunity to finish the highest education they could get, the 
country will be progressive, there will be economic and social development. 
I am a teacher of an urban public school. 
The foremost reason why pupils drop out is because of poverty. Next is family problem like the separation of 
the father and mother and also the change of residence. 
I have been in provincial and District Supervisor's Office as a teacher clerk, liaison officer for the last 21 
years, but when I was promoted to master Teacher 1 and now as master Teacher 21 was sent back to the 
classroom as class adviser. 
As a public school teacher I am using the method prescribed by DECS, the mastery learning system. 
Seminars and in-service trainings are provided for the teachers every year by subject area to update the 
teachers in new trends and innovations in education. 
Teachers are not compensated much. 
By tutoring 1 or 2 pupils during my off-time and also as a Tupperware trainer and dealer. 
One must have a BSE, BSEEd, BSIE and BSEA graduate. She must have passed the professional Board 
Examination for Teachers. 
Benilda B Villasan 
24 years old, single, BS Biology graduate, third year medical student 
My education helped me in redefining my goals and aspirations in life. 
None, in fact Filipino family values are promoted by education. 
Education upholds family values and promotes the importance of family, love of our country and love for 
God Almighty. 
Education has helped me in my self-formation and development by making me aware of my rights as a 
human being. And by making me responsible to every action and word. 
I attribute my strength as a human being to my past experiences, especially the mistakes I made. 
My idea of quality education is if such education would be an effective instrument for human transformation 
and national development, and it should be an equally opportunity to everybody, regardless of sex, race, 
religion, age and economic status. 
I think the government should allot the biggest budget to education. 
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Types of school I went to: both state-public and private-exclusive. 
I am for education. 
Main function of education is to be an effective instrument for human transformation and national 
development. 
At present, I think the rich people benefit from education. The poor cannot afford the expensive education. 
The main effects of education: a civilised yet not necessarily better and honest individual or citizen, an 
informed or knowledgeable yet not necessarily intelligent or wise individual. 
Studying medicine proper. 
Student drop-out to school mostly because of poverty and because of family problems. 
Anonymous 
42 years old, married, 4 children, MA units in Social Work, 17 years in school, feminist grassroots educator, 
earns P10,000 to P15,000 per month, birthplace Manila. 
My life objective prior to graduation from college was to be rich, maintain my own business, maybe serve 
my country in the process of accumulating wealth. One year before graduation, I was influenced by campus 
activism and decided to prioritise service to my country almost equating this with serving the family. I had to 
reinvent my whole mindset, viewpoint, worldview. I realize education did not prepare me to serve my 
country. I spoke English proficiently and could not effectively communicate in Tagalog. I know no other 
local dialect. Nor could I comprehend how people could be poor. I believed they, the poor, had it coming for 
being lazy, underachievers, indulgent. I believed the poor did not put their education to good use. 
But education would not serve me well if pursued my original objective to acquire wealth. 
My husband and I always prioritised service to others as a value. We all believed in cooperation, teamwork 
and love for one's country. I was educated in a Spanish-run school during my elementary years. Ilere I was 
taught the value of obedience, decorum, prayer, charity. For college, I went to an American convent school. 
IIere I learned competition, the value of individualism. I acquired a Western worldview. 17 years of 
education and I felt so alienated from my country and my people. 
Education honours academic excellence over practical, life experience. Education puts a premium on social 
class over one of humanity. Education in many ways corrupts the indigenous mind and culture. Education 
drains one's indigenous roots. It moulds people to one culture or mindset, one world view - the mindset and 
world view of Western capitalism. 
I am a product of my life experiences - specially of my activism and my involvement with the women's 
movement. Education has helped me to speak and write English proficiently. It has taught me conservatism - 
not to rock the boat. Education has helped me to forget my ancestral roots, my culture. I continue to wage a 
battle against these learned and acquired values. 
Like Lino Brocka2, I am a product of Spanish conservatism, American liberalism and Filipino spirituality; 
which makes for a schizophrenic individual constantly torn between conflicting forces. 
Three forces in my life make up my person - who I am today: my past - my family of origin and my 
indigenous ancestors; my political activism where I learned to realign self in relation to people, country, the 
world; and my spirituality - my relationship with nature, God, the cosmic world, my feminism. 
After all these years of high faluting education I realise the correctness of our indigenous practices - our 
connectedness with nature, our premium on relations over money, power and prestige. The value we put on 
honesty, integrity, oneness over corruption, material wealth and competition. 
Quality education should make for a rooted individual - one anchored in his or her cultural roots which 
allows for the development of a collective consciousness. Quality education should be fun, applied or 
applicable to day-to-day life. Quality education should allow for leaders or leadership to evolve and unfold in 
all life situations. Quality education should be woman and child friendly. Quality education should allow for 
2 Filipino nationalist film director, killed in a car crash 
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a country's development on a daily basis. I should not have to wait for the turn of the century' to see the fruits 
of development. 
Budget outlay should allow for free high school, subsidised college education, continuing education for 
government employees. 70% to 80% of income goes to children's tuition, books, daily allowance, field trips, 
extra-curricular activities. 
My children all go to urban private Catholic schools for girls. 
Education is poorer in quality, irrelevant to country's development but relevant or may be relevant for global 
economic needs - i. e. computer science, tourism. More expensive to acquire a good education nowadays. 
Main function of education? Acquire skills, capacity, technology for everyone's use. Foster analytical skills. 
Education should teach people to care for the earth - for life, for each human being. 
Who benefits from education? The rich - the middle-class mainly because the whole societal system is geared 
to serve the rich and the middle class. 
The main effects of education - education system filters those individuals who can now serve the present 
structure, the "system". It prepares individuals to serve the global economic system which is dominated by 
Western capitalists or more appropriately, big multi-national corporations. 
Education teaches one to forget one's indigenous roots, one's way of life> Education teaches people to put a 
premium on materialistic ownership - land, property, assets, cars, equipments. Education teaches people how 
to consume, to buy, patronise advertised products. Education teaches students to value status, power, money 
and wealth and the male over the female. It socialises man and woman for gender roles. 
I am currently engaged in feminist grassroots education and engaged in evolving a business outfit of women. 
Students drop out because they are alienated from the education system. We are made to conform, absorb, 
fall into place. Many Filipinos cannot adapt to an educational system which uses English as a medium of 
instruction. 
The educational system is such a different world from that of the world of the poor, everyday, faceless 
Filipino. 
RTG 
41 years old, married, 4 children, 16 years in school, undergraduate4 3rd year Business Administration and 
Engineering, P60,000 per year, born Manila 
My goal in life is to have a simple life -a sufficient income to meet my individual and my family's needs. 
My formal education taught me how to read and write, and also it helped me to develop my scientific 
analytical skills and logic of reasoning. These skills I can use for my daily life, but I am not able to practise 
my engineering and accounting skills because I did not pursue these as careers. 
Informal education helped me more to achieve my life's goals, although it may not always provide me for 
sufficient income. For my informal education, I learned community work, organising and training. These 
skills I never acquired from formal schooling. 
Education develops values: 
Personal/family - love and understanding the other, service to others 
Societal - sense of community, acquiring the needed technology for development 
Education - competition, individualism 
Values of education - Our present education system values commercialism; you pay high tuition 
for good 
education to ensure a high paying job. Education equips the student to earn money and not to train the 
citizens for the country's development. Thus, when one goes to school, his or her primary objective is for 
individual economic gain, not for societal gains. The latter becomes secondary, if not accidental; which in 
fact should be the priority of education and where learning geared toward development, societal development 
and an individual's financial gain should be a natural consequence of a country's economic development. 
3 Reference to President Ramos's Philippines 2000 policy 
4 College drop out; undergraduate is used to refer to an incomplete college cycle 
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As a product of formal education I am a relatively decent person shaped and influenced by an aristocratic 
education system which high value on eating with spoon, not talking with your mouth full. Since I can do 
both, I am now part of "high society". 
My environment shaped me. The school is only part of the bigger educator, which is life. Society shaped me - 
my environment as a leader of an urban poor community, my environment in student activism. At the height 
of my youth, from 20 to 30, I was shaped by political activism. I was full of vitality. I was driven, committed, 
determined, aggressive. I was then excited to learn about the real life, the real world. 
Now I still uphold the same principles I had when I was an activist: democracy, freedom, human rights - but I 
also have to concern myself with my family's needs. 
Quality education is a process towards collective learning and is geared to serve the basic needs of a society 
and its people - specially the future needs of a society. Quality education is one which makes use of practical 
experiences. Yet we do not so away with courses on general interests like social services and the arts. These 
are important subjects to help students contextualise the processes and direction of development. 
Quality education is geared toward industrialisation. Quality education follows society's pulse, its thrusts, the 
people's processes of learning - which is participatory, democratic and collective. 
Quality education is one where the teacher is not the sole provider of knowledge. 
Budget outlay - being a basic service to the people, education should receive the bigger share of the 
government's budget to allow for more of the citizens to be educated and so more changes can be made to 
continually improve the education system. 
Family allows 60% to 70% of income for education. 
I attended an urban, private, non-sectarian university. 
Present education system is too commercialised and is an expensive product not within the means of the 
masses. Realistically, 100 students enroll for elementary education, only 50 make it to high school and only 
five will finish college. 
College graduates are few and their capacity to think, analyse and express their ideas are inadequate. These 
college graduates will need further on-the-job training before country and corporation can maximise and 
optimise his skills, abilities and capacities. 
Take Dolores.... She comes from an urban poor community, graduates from nursing, but hardly knew how to 
read and write because her parents bribed her teachers to give her passing grades. Now she is in the United 
States and she is even more American than the Americans. And everyone in the community is so proud of her. 
As a people, we believe that if you speak English, you are educated. But if you speak Tagalog very very well, 
you only an ordinary person. People may admire you, but this will not qualify you to earn your degree. In 
many offices, the same reality exists: if you speak Tagalog well, no one bothers with you. But if you speak 
good English, everyone receives you with open arms. 
The main function of education should be to correctly direct the learner's attitudes, abilities, and capacities to 
develop new technologies for the masses and for society's utilisation and good. 
Who benefit from education? The ruling class, the elite, the rich, the people who control the economy. 
Change only comes from a collective, participatory and democratic education, where the interests of the 
majority prevail over the individual's glory. 
Education, the present education system has managed to create hypocrisy in culture. Our society is a farce - 
one big hypocrisy. People are afraid to accept the truth that our country and people are poor and we force 
ourselves to believe that society can allow everyone to live in high fashion. Education does not ground us in 
reality. 
Everyone is enticed to shop at ShoeMart, the poor, the middle-class and the rich - they all come out happy 
after shopping at these air-conditioned malls. Yet when you come home to your small hovel of a home, and 
open your goods from the big malls, you are saddened because you realise you could actually have bought 
the same goods at the wet market for half the price. 
Appendix 6 333 
Makati5 is the epitome of hypocrisy. It is the concrete expression of Philippine education. It - Makati - 
actually tells the students: "Study and all of Makati can be yours. Tend to your manners. Be one of us and 
you can have money, power and control. " 
My current job is in social management or services - contrary to what I trained for in school. 
Students drop out primarily because they are pressured by society, by society's deceptive and hypocritical 
standards -a clean uniform, clean notebooks, complete books, allowance for food. Simple things which are 
difficult for the poor to comply with - one because the poor do not always have the money to provide for 
food allowance. The poor also do not have running water to wash uniforms with. 
Many students educate themselves for one reason alone: to earn or so they can earn money. They do not 
educate themselves so they can develop and evolve their humanness. 
Esther and Manny Manaligud 
40 and 39 years old, 5 children, educated to 2°d year college and vocational, 13 years and 12 years in school, 
P4,000 per month 
My personal objective or our common objective as husband and wife is to have peace of mind through 
financial stability. We hope to achieve financial stability by setting up our own small business. 
Our immediate goal is for our children to finish college. We still have four children to send to school. 
We both did not finish formal education, so we do not practice our careers or profession. But our education 
has helped us the analytical skills to make decisions - aside from the practical skills one derives from reading, 
math and writing. We also both feel that we are more confident as human beings because of our education. 
Our inability to finish our college courses may have deterred us from our life goal of achieving financial 
stability sooner. But, with God's help, we can still attain our goal. 
As a family we teach our children these values: kindness and respect for others, goodness, ability to relate 
well with other, respect for the child. We also teach our children to be active citizens of the country by not 
being selfish and upholding the common interest of a community over one's own interest. 
Education upholds negative and positive values. For example, it is in school where children learn the concept 
and reality of favouritism - whether the teacher favours a student with high marks, or who is able to provide 
him or her with gifts. Education also values intelligence over an individual's ability or capacity to excel. We 
always tell our children that what is of more importance is our capacities as individuals to live life. 
Our education helps us to become self-reliant as individuals and as a family. Our education has helped us or 
continues to help us manage our lives through what we have learned and continued to learn and our abilities 
and capacities. flad we not gone to school our capacities to decide would be greatly limited by our limited 
knowledge. With education - we can continue to learn and arrive at the most appropriate or correct decisions. 
Who we are is a result of our inner strength, our education and our innate capacities. 
Quality education would mean adequate facilities specially laboratories for science, books, good library, 
sufficient ratio of student and teacher. My child's class has a ratio of one teacher for every 68 students. This 
should be one teacher for 30 students. 
Budget - 50% of government budget should go to education. We allot 70% to 80% of our budget. 
Types of school attended 
Ester - During elementary I was enrolled in a rural public school. 
I ligh school -I went to a small private 
school in town. College -I went to a city college in Baguio. 
Manny - Elementary and high school -I went to a rural public school. Then I took up a vocational course 
in a 
private school here in Manila. 
Reactions to education 
5 Manila's business district 
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Manny -I wish education would be more geared to developing or enhancing the capacities and abilities of the 
individual. I have always been interested in industrial electrical courses and I pursued this - mostly I studied 
on my own too. 
Ester -I have always wanted to go abroad. That is why I took up nursing. I did not finish my course, so I 
could not go to the States. 
Education is geared to increase our knowledge for our self-development and the development of our country. 
Sixty per cent of education benefits the individual, forty per cent goes to benefit society. 
Education should ideally improve an individual's condition and the country's status. But one look at our 
government and you know immediately education is not being put into good use because government 
officials use their knowledge and skills for corruption more than for service to others. 
Present position 
Manny -I work as a hotel maintenance for my sister who is married to a Swiss. They have a beach house 
here which I maintain. 
Ester -I am currently a housewife and a community leader of a women's group. Before this I worked in a 
factory producing micro-chips. Then I became a sales representative for a small firm. 
Drop-out is mostly because of poverty. But you also have the rich people who drop out simply because they 
have other involvements or priorities. But they can always go back to school when they want to. And they 
have their own businesses to fall back on even if they do not graduate. 
Anonymous 
Wife, married, 35 years old, husband 30 years old 
BS Psychology, 15 years in school; Vocational 13 years in school 
4 children 
No fixed income 
Our common objective is to raise a family and to send our children to school - at least provide them with the 
means for a college education. 
Wife - My personal objective in life is to apply my learnings for the children's future. 
Husband -I always wanted to be a newscaster or radio broadcaster. 
Education has helped us financially. Before my husband had his serious accident and a subsequent operation, 
we had our own small business. But our small savings and capital were drained for his operations. But we 
both did not give in to poverty and life's hardships. I went into ready-to-wear dresses. And now that we both 
don't have a stable job, I am trying to help our community organisation in putting up a cooperative. We just 
find setting up our day care nursery for pre-schoolers with the help of a religious organisation. 
We both believe in the primacy of respect as essential to relationships. Maintaining an open communication 
or being able to communicate to others is another value we uphold. We also believe in responsible citizenship 
and participating in community affairs. 
Poor as we are right now, we both participate in community life. We both believe we have our 
responsibilities to work for society. 
Education upholds those values: good manners and right conduct, discipline, problem solving in daily life. 
We believe all problems have corresponding solutions. And finally, spirituality. 
Education has helped us to gain respect, self-respect. Our education has helped us in relating to the public. 
Busband -I am a result of my personal interest -I am particularly interested in media and public speaking. 
Although I took up X-ray radiology for my vocational course. Who I am is a result of my personal 
endeavours. 
Wife -I am currently part of a resource institution, a service program in our poor community. I apply my 
learnings in our community. 
Our strength we derive from God, our faith in God. God will always be with us and will not forsake us. 
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Quality education begins at home - how we raise and parent our children serves as the basis for formal 
education. 
The government allocates less that 30% for education. Is should allocate 35% to 40% based on our GNP. The 
government should subsidise both education and health since these are two basic requirements for productive 
citizens. This way, the citizens in turn can allocate more for proper nutrition, good housing, and other basic 
needs. 
Types of school attended 
Wife -I have always gone to public schools in Manila 
Husband -I went to private schools and then public schools in the city 
Education should definitely be improved. Its too commercialised. Tuition is too expensive - specially 
computer courses which for me is more of a benefit for developed countries who produce these equipments. 
Education does not respond to the needs of the poor and is geared only for those who can afford to pay for 
education. 
Education is an instrument to mould citizens for society's development and a good and secure future. 
Ironically, education can also work against development - our whole environmental problem, forest 
denudation is a result of learning and education used for one's self-interest. 
Ideally everyone should benefit from education. Realistically, private school owners profit the most because 
they school as business. 
The good effects of education can be: it may ensure a good future, it is a good foundation for life, it can help 
secure a good income. Negative effects are - there is an army of unemployed educated graduates. Education 
is also more theoretical than practical and is very expensive. 
As you can see, we are trying to rebuild our lives. We are both unemployed and I try to earn money from my 
photography skills. 
Students drop out because of poverty, broken homes, drugs and bad company. 
Emy Ciano 
28 years old, married, 2 children 
Reached grade 4,5 years of schooling 
Native of Salat, Kepangan, Benguet, Mountain Province 
No fixed income, planting and harvest season income ranges from P2,000 to P 5,000 for three months 
My objective in life is to provide our children with a better life than what I had. I am unemployed for a long 
time, except for a job which Sister now provides me. We also have no property, no land - since our ancestors 
believe that land is not something that humans can own. But I think someone -a landowner - now owns the 
land we work on. 
If I finished my studies, maybe, life would have been better. Our family has lived in these mountains for 
almost 60 years. We are eleven in the family. Our parents are also farmers - vegetable growers, they never 
owned their land. 
I have always believed if one is able to study, life almost automatically improves. Because I only finished 
Grade 4, I cannot take on another job. Of the eleven children in our family, only two finished vocational 
courses. Nine only reached elementary education. 
We believe in honest and hard work. We believe in good relationships with others. We believe in cleanliness 
-a clean house and home is equal to a clean soul. 
We believe in respecting our environment and nature. We 
have very simple values. 
I do now know if I am answering this question correctly, but I think it is always good to have an education 
because this is essential to getting a job. If you have an education, you will have a clearer idea of your life's 
direction. 
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I know how to write and count. I cannot read very well. But writing and counting are important in doing 
business. Writing is also essential as a means of communication and establishing relationships. 
I am a product of my culture and faith, my religion or the church. My family is the biggest influence in my 
life. I would not exist if my family did not help me throughout my life. Without my culture (Igorot), my 
faith, and my family -I am nothing. 
Quality education should guarantee everyone's right to a good education. Thus it should cost very little (low 
tuition), books should be in our local or indigenous dialect (Kankanayan). We should be able to study our 
culture and way of life - maybe all Filipinos should know and study our indigenous way of life. 
Education is not a luxury. It is a basic service. Therefore government should allocate 80% of government 
funds for all types of education - formal, non-formal and continuing. We should have more scholarships too. 
Family allocates 40% of income for education. Our children walk to school - it takes them an hour to get to 
school, another hour to walk back home on these mountain trails. 
Types of school attended - rural public school. This is the only type of school in the mountains and we do not 
even have a high school. 
Schools are very far from communities. High school and college education are not free either. Who can 
therefore afford to go to school? 
Education's main function is to provide us with more jobs or the skills to take on other jobs. Farming is also a 
job, but our products are priced so low. We spend so much time planting vegetables and we get so little in 
return. These sayote (vegetables growing on a vine) are bought from us by traders or buyers at P0.50 per kilo. 
In manila we know they sell for P10 to P20. No education means no access to higher pay. 
The rich benefit from education. 
Education allows more access to jobs, higher paying jobs. 
Present work - like my ancestors, I grow vegetables. 
Students drop out because of high tuition fees. Parents do not have the money for education. 
Pelisa Uma-An 
46 years old, married, 3 children 
14 years in school, finished BSE (Bachelor of Science in Education Major in I Lome Economics) 
Income ranges from P4, ooo to P10,000 (joint income, husband works in Baguio) per month 
Native of Salat, Kapangan, Benguet, Mountain Province 
My goal, our goal as husband and wife is to send our children to college. Two are now in college, one is in 
high school. I am an Ibaloy, an indigenous tribe of Mountain Province, but I was able to study in a private 
Catholic school because I was given a scholarship by the Sisters. What I learned I try to share with my 
children. I try to be an example for my children. I also want them to go to private, Catholic schools. I want 
them to imbibe that values I learned - discipline and love of God. Public schools are 
defective - and have 
inadequate teaching aids. Public schools also teach the wrong values to children - for example they are taught 
to serve their interests first whereas private Catholic schools teach the students to serve others also. 
These are the values we give importance to and which we share with our children: discipline, love of God, 
earning money honestly, hard work. 
Education emphasises the values of. learning, earning money, attaining one goal (being goal oriented), 
finishing a degree. 
Education has helped me to gain more self-confidence. Being an Ibaloy, my education has helped me in 
attaining my goals for my family, specially my children's future. 
6 Tribal group in northern Luzon 
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When I was small the missionaries influenced my family a lot. I lived with grandparents who also taught me 
fear of God, honesty and the value of loving others. I still fear doing the wrong things because of my fear of 
God. As Ibaloys too we are taught honesty as a way of life. 
Quality education - is simply integrating love of God in our daily life. Public schools should emphasise love 
of God over self-interest. 
The government should increase its budget for education to cover free high school and college scholarships, 
specially now that jobs are more difficult to find. We allot 50% to 70% (or our income) for our children's 
education. 
Types of school attended - for elementary and high school I went to rural public schools. College I studied in 
a private Catholic school 
The present education system is very expensive and once you graduate the student is not even assured of a 
good paying job, much less even a job. 
For many farming is not a job. Although we earn good money from our harvest, specially our sale of animals. 
We also have some land planted to local, indigenous rice. But our present culture does not give much prestige 
to farming, to working with one's hands. Prestige is given to office jobs where you do not get your hands 
dirty. Farming to many is viewed as a lowly position - thus, even if it feeds many of the people of our 
country, farmers do not think of it as a job. 
Education helps us specially through the skills of reading and writing. Education also helps us to think - to 
make decisions on our own. Basically, education helps us develop our self-confidence to relate and interact 
with other people of society. 
On the other hand, education changes the individual and tends to make a person proud or arrogant. It also 
changes our values, for example to many money is God, power is God. 
More often education benefits the male. We only have to look at people in government. There are more males 
than women. But education should benefit both male and female. 
The main effects of education are learning to read, write and think. Literacy - because literacy widens our 
mind, our world. Even if I stay in Salat all my life, I know I am connected to the bigger world through my 
education. 
My current occupation is supplementing my family's income by gardening, raising and selling animals, root 
crops, rice, trees. 
Students drop out of school because of poverty (lack of money), vices like drug addiction, discouragements 
or the fear of failing. 
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Appendix 7- Topics for attitudes survey and sources 
Below is a list of topics which arose from a series of texts on education's role in development. The topics are 
in no particular order and were recorded as the texts were read, whenever a claim was made for the role of 
education. The list was used, alongside material from other sources to construct the questionnaire used to 
survey higher education students. 
possessions - acquisitiveness, types and level, car ownership 
individualism - importance of family ties 
children - expectations 
control of own future 
science; fatalism; job status and type 
economic status; definitions of success 
prime age to marry; deferment of children 
working wife; domestic help 
type of education required for their children 
willingness/desire to work away from home 
open choice - where to live? 
poor people - why poor, education, backwardness 
why lack development - education, literacy, skilled people, competitiveness, privatetpublic mix in economy, 
monopolies 
technical and scientific demands of modern industry 
widening tastes 
independence; critical attitudes 
provides personnel capable of and able to carry out management 
achievement ==high income; achievement -consumption 
arts essential? 
decisive factor in development is a supply of qualified talent 
thrift as a virtue? 
education as social purpose? 
scepticism = systematic questioning of beliefs 
pluralism (Galbraith, 1969,1972,1973) 
increased literacy = growth 
increased education = greater agricultural production 
education of women gives higher payoff to society than education of men 
education leads to higher earnings (Psacharopoulos 1984) 
promoting national values 
promoting ideas of diversity 
equalises opportunity (EIolmes 1980) 
develops respect for authority of bosses 
prepares people directly for the workplace 
traits generally negatively recorded by teachers - independence, self-reliance, initiative, complexity of 
thought, originality, curiosity, creativity 
learning for its own sake, i. e. not done by functional schooling 
(Gintis 1971) 
earning not related to schooling (queue) 
education is a screen 
engenders progress 
encourages mobility (I Lunt 1988) 
UPE - desirable? 
universal secondary education - same? 
quality needed more than universality 
basic skills of literacy and numeracy are more important than the development of technical skills 
qualifications of teachers affect quality of education 
salaries of teachers affect quality of education 
produces stability 
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contentment 
educated electorate capable of decision-making 
improves health awareness 
reduces disparity between rich and poor (UNDP 1989) 
education determines income distribution 
promotes equity 
develops increased productivity 
increases life expectancy 
aids the spread of modem technology 
contributes more in providing specific skills 
contributes more in providing basic skills for everyone 
determines earnings 
reasoning skills; social skills; communication skills 
attitude towards innovation and change and modernisation 
effect on agricultural prod 
crime reduction; social cohesion 
technological innovations 
discourages fertility 
education or work experience - importance? 
equality of opportunity; intergenerational mobility (Psacharopoulos et al 1985) 
social mobility of the poor 
expand technical and administrative functions 
professional and managerial skills 
political socialisation 
cultural homogenisation 
increases productivity 
maintain status quo 
reduces unemployment 
widens gap between rich and poor 
better work orientation- perseverance-discipline-subordination to rules; teachers give better grades to such 
students 
creativity, problem solving, mental flexibility, spontaneity; teachers give worse grades 
traditional pluralistic and ascription-based systems discouraged? born to be something or can make oneself? 
(Simmons 1980) 
ethos of science - universalism, communism, disinterestedness, organised scepticism 
athletic activities, social clubs, games, school folklore, opening exercises, assemblies, pep-meetings, 
organised cheering, commencement preparations, school songs... develop informal mechanisms of social 
control (Nagai 1976) 
alleviate poverty 
cause social and economic change 
individual self-improvement 
providing competencies for productive work, mobilising towards political consciousness, increasing equality, 
be a force for national cohesion 
promotes society's stability and cohesion 
promote political participation 
attitudinal modernity, civic knowledge, participation 
preparation for authoritative roles 
increases human capital 
political competency, economic efficacy 
socialise to status culture; preparation for limited and routine roles 
(Bock 1982) 
respect for elders/authority 
more likely to be rewarded for being polite and respectful rather than for intellectual growth 
free debate, shared decision making, equal opportunity and cooperation 
using English hampers national development (Wurfel 1988) 
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change traditionalism, kinship dominance, fatalism, ability to challenge, individualism, innovation 
achievement orientation, rational criterion for awarding jobs, achievement skills and hard work 
promotes entrepreneurship 
development of literacy 
self-discipline, hard work and achievement (Webster 1984) 
self-actualisation, productivity 
national pride, discipline, commitment to meaningful and productive participation 
love of God and country, respect for human rights, love for truth, freedom, justice and democracy, work 
ethics, professionalism, productivity, discipline and self-reliance 
gratitude, loyalty and commitment to serve society, entrepreneurism 
(Neda 1986) 
nationalistic values, cultural heritage values, moral and spiritual, self-actualisation, social and economic 
deep commitment to duties, moral and professional values, self-awareness, duties 
(SEARRAG 1987) 
concern for individual, skills for acquiring knowledge, understanding self and others, gainful occupation, 
meeting exigencies of living, enjoying life 
maximum development of adolescent, specific potentials, sense of nationhood, develop intellectual and work 
skills, (Asistin 1982) 
technology and innovation (Easterlin, 1981) 
spiritual and moral values, faith in God; citizen rights, Philippine culture, health knowledge and habits; 
functional literacy in vernacular, Pilipino and English; fundamental knowledge 
benefits of colonialism; 
respect for authority (bureaucracy) 
obedience, submission to authority and elders (Manalang 1977) 
earnings more determined by background than education 
people with merit will succeed anyway (Carnoy 1977) 
rationality, efficiency, effectiveness 
contribute to political stability 
benefits socially disadvantaged 
promotes social mobility and social change (Arnove 1982) 
promotes citizenship; integrates into social structure, allows people to carry out their own, self-directed 
development; promotes role of state; literacy; newspaper readership; environmental awareness; racial 
tolerance; self-actualization 
cooperative spirit (Ramirez et al 1982) 
getting into education - access 
staying on; output - people learn same things; outcome - access to employment 
(Farrell 1982) 
ideals: rationality; development and planning for development; rise in levels of living; social and economic 
equalisation; improved institutions and attitudes; national consolidation; political democracy; democracy at 
grass roots; social discipline versus democratic planning; derived value premises 
development of indigenous language seen as positive 
nation state strengthened and more united 
way of avoiding manual work 
identification of own ambition with national development 
better be uncritical and learn 
preparation for elite membership 
education means nothing without exam success? (Myrdal 1971) 
leadership, tolerance, self-discipline, obedience to the truth, conscience relevant to new roles and temptations 
education in Phil too academic, need more practical skills (I Iunter, 1963) 
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universalism, communism, disinterestedness, organised scepticism; functional specificity, universalism, 
achievement orientation, collectivity orientation, affective neutrality (Parsons 1964) 
science independent of state; must be apportioned on merit (scientific knowledge too specific); athletic 
activities, social clubs, folklore, opening exercises, pep-meetings etc (Nagai 1976) 
alleviate poverty, unification, 
rich nations rich because of greater skills and training 
deferment of gratification, entrepreneurial spirit, creative risk taking, achievement motivation, attitudinal 
modernity 
schooling helps people to define where they can best fit into society 
promotes political participation and awareness 
attitudinal modernity, civic knowledge and participation 
sorter and selector rather than a socialiser 
belief in schools power to allocate and sort, greater socialising power of the school 
education system decides what forms of knowledge carry authority 
education challenges authority (Bock 1982) 
sacral versus secular mentality 
supernaturally determined luck 
politeness, respect for authority in the school 
amount of concentration on English 
inability to secure upward mobility in Phil - migrate 
promotes American life-styles 
social status determines access to education (Wurfel 1988) 
academic curricula in primary school fosters migration to towns 
farmers benefit from literacy 
education protects from domination by outsiders 
change sense of time; more open to new ideas (Bude 1984) 
education remnant of dependency on colonial power 
need to follow example set by USA, Europe, Japan 
US aid to education is a means of promoting American values and culture (Altbach 1982) 
use of English promotes US values (Goodno 1991) 
promotes acquisitive activity 
educated Filipinos should be compelled to work for at least five years in the Philippines 
schools train people for their place in society (Weber 1964) 
teachers are under-valued 
too great a disparity between education available in rural areas and that available in the towns 
(Unesco 1984) 
informal education best at promoting attitudes (Colletta et al 1982) 
media important in transmitting values and creating wants 
widens peoples' horizons (Adelman et al 1973) 
progress and mobility fostered (I tunt 1988) 
education encourages you to think more of and for yourself (Fiala et al 1987) 
trust, secularism, high risk taking, favourable attitude towards manual work, independence from family and 
kin, universalism, need-achievement, futurism, recognition of value of change, mass-media participation, 
calculability, dignity, efficacy, national identification, optimism, valuation of time, commitment to work 
activism, independence, urbanism, individualism, low community stratification, mass media, participation 
and efficacy (I lolsinger 1987) 
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Appendix 8- Meetings to define direction and content of study 
The following people were consulted, sometimes several times, in order to establish a direction, focus and 
overall direction for the current study. Meetings ranged from the completely formal to informal. Earlier 
meetings were conducted with an open agenda. As the direction of the study emerged, they became more 
focused. Participants are presented in alphabetical order of surname. 
No. Name Organisation & Location 
1 Manuel I3elina Dean of Engineering, De La Salle University, Manila 
2 Dr. D. Browner Dean of Education, Far Eastern University, Manila 
3 Sister G. O. Cabel Dean of Administration, Adamson University, Manila 
4 Prof. M. L. Canieso- 
Doronila 
Education Research Program, University of the Philippines, 
Quezon City 
5 Remili Capili Far Eastern University, Manila 
6 Ms. Cayanan Vice Principal for Academic Affairs, Polytechnic University of the 
Philippines, Manila 
7 Dr. R. Co Dean of Commerce, Adamson University, Manila 
8 Marivic de la Cruz Freedom from Debt Coalition, Quezon City 
9 Dr. M. Diokno Development Studies, University of the Philippines, Quezon City 
10 Ferdinand Fababier Alliance of Concerned Teachers, Quezon City 
11 Greg Fabros Alliance of Concerned Teachers, Quezon City 
12 Josefa Francisco Women's Research Centre, Miriam College, Manila 
13 Dalie Garcia Initiatives for International Dialogue, Quezon City 
14 S. Graham-Brown Author, Refugee Council, London 
15 A. de Guzman Sociology Department, University of the Philippines, Quezon City 
16 Dr. M. The Vice-Chancellor for Academic Affairs, University of the 
Philippines, Quezon City 
17 Napoleon Imperial National Economic Development Authority, Manila 
18 Minda Lopez Alliance of Concerned Teachers, Quezon City 
19 Fe Mangahas Institute of Women's Studies, St. Scholastica's College, Manila 
20 Dean Oreta Dean of Engineering, Adamson University, Manila 
21 P. Peredo GABRIELA and Education Forum member, Quezon City 
22 Dr. C. Rivera National Testing and Research Centre, Department of Education, 
Culture and Sports, Manila 
23 Dr T. Rivera Political Science Department, University of the Philippines, 
Quezon City 
24 R. San Mateo Dean of Education, University of the East, Manila 
25 Prof. R. Simbulan Department of Social Science, University of the Philippines, 
Manila/IBON Databank 
26 A. SSoliven Dean of Business Department, Technology Institute of the 
Philippines, Manila 
27 D. Tion son-Brouwers MAASAI, Quezon City 
28 Dr. T. Tullao Economics Department, De La Salle University, Manila 
29 Dr. C. Villanueva Department of Education, Culture and Sports, Manila 
30 Dr. E. Villegas Department of Social Science, University of the Philippines, 
Manila/IBON Databank 
31 R. Zambrano Technological University of the Philippines, Manila 
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